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Community can be defined simply as a group in which
free conversation can take place. Community is where I can
share my innermost thoughts, bring out the depths of my own
feelings, and know they will be understood. These days there
is a great search for community, partly because our human
experience of community has largely evaporated and we are
longely.
Rollo May
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ABSTRACT
THE CREATION AND SURVIVAL OF PRIVATE,
COUNTERCULTURAL, TRANSCENDENT COMMUNITIES
OF LEARNING-LIVING
(February 1977)
Leo James Hoar, B.A.
,
St. Anselm's College
M. Ed.
,
Springfield College; CAGS, Springfield College
Ed. D.
,
University of Massachusetts
Directed by: Professor Harvey B. Scribner
The dissertation reviews the historical development and social phenomena
of the present American educational scene as the major components in designing
the schools for systems of management. Recognizing the need for a myriad of
educational services in a problem-oriented society, the author creates a
different type of educational experience, the private, coirn tercultural, transcendent
community of learning living.
The model's foci are drawn from the following two points. 1) Old and
new communities and communal-life styles; and 2) contemporary experiments in
communal based education. In designing the living-learning community, a major
emphasis addressed the three words—How to Live!
The experimental model affirms the following: 1) communal living and
peer instruction demonstrates other viable ways for people to learn. The
learning process enhances the children participating, through real tasks and
xi
on-going contacts, in the adult world which childhood frequently banishes.
2) Living-learning communities draw the society closer to an integrated, yet
pluralistic society. As time passes, the social mobility increases as a direct
result of better learning experiences. Interaction between the different
communities helps to end the man-made dichotomy between city and country,
physical and intellectual work. 3) Communities of living learning bring to the
various professional and governmental establishments anew richness and
more humane ideals.
Funding for private, countercultural, learning-living communities is
through a system of government vouchers. Two existing proposals for vouchers
systems are reviewed.
The legal precedents for this undertaking are described, with indications
of their future applicability to the question of compulsory attendance and freedom
of choice in education.
It is the writer's contention that addressing the educational dilemma
at its roots, the effort will inspire future researchers in sociology, psychology,
and education to contribute to a widely applicable, long-term solution.
xii
PREFACE
We are living at a time when one age is dying and the new age is
not yet bom. We cannot doubt this as we look about us to see the radical
changes in sexual mores, in marriage styles, in family structures, in
education, in religion, technology, and almost every other aspect of modem
life. And behind it all is the threat of the atom bomb, which recedes into the
distance but never disappears. To live with sensitivity in this age of limbo
indeed requires courage.
A choice confronts us. Shall we, as we feel our foundations shaking,
withdraw in anxiety and panic? Frightened by the loss of our familiar mooring
places, shall we become paralyzed and cover our inaction with apathy? If we
do those tilings, we will have surrendered our chance to participate in the
forming of the future. We will have forfeited the distinctive characteristic
of human beings—namely, to influence our evolution through our own aware-
ness. We will have capitulated to the blind juggernaut of history and lost the
chance to mold the future into a society more equitable and humane.
Or shall we seize the courage necessary to preserve our sensitivity,
awareness, and responsibility in the face of radical change? Shall we consciously
participate, on however small the scale, in the forming of the new society? I
hope our choice will be the latter (...)
We are called upon to do something new, to confront a no man's land,
to push into a forest where there are no well-worn paths and from which no
one has returned to guide us. This is what the existentialists call the anxiety
of nothingness. To live into the future moans to leap into the unknown, and
this requires a degree of courage for which there is no immediate precedent
and which few people realize.
Rollo May
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INTRODUCTION
We learn to do something by doing it.
way.
There is no other
CHAPTER I
INTRODUCTION
The dissertation establishes that the public schools by definition cannot
meet the myriad needs of their many owners. It makes a case for support of
alternative educational forms which in fact, serve to legitimize public education
and conventional culture. The model proposed for implementation of publicly
supported "private" schools is a countercultural learning community, or, as
stated in the dissertation title, a private school which is also a community and
which transcends the conventional culture.
Every neighborhood is constituted by different groups of citizens with
varying needs who, until fairly recently, would have lived together, worked
together, shared together and celebrated life together. In tracing the History
of Childhood1 Philippe Aries tells us that until a few centuries ago a penchant
for privacy was a mark of strangeness; work of all kinds took place out of doors,
and streets were full of people interacting with one another as they attended to a
variety of needs; homes had many fewer rooms, so that living spaces were
invariably multipurpose. These facts were at least as important as family
size in determining a social pattern where living and learning were indistinguishable
1Philippe Aries, Centuries of Childhood , translated from the French
by
Robert Baldick, (New York, Vintage Books, 1962), p. 389.
3and where children and adults engaged in most activities together. The
contention of this dissertation is that it is because the lives of children have
become too distinct from those of adults and because learning baa been forced
out of the real-life context, that education and society are in a condition of
deepening crisis.
In Ins Two Worlds of Childhood, U. S, and U. S. S. R. . Urie Bronfenbrenner
quotes at length from the Report to the President comm issinnp.rf for the White
House Conference on Childhood in 1970. The report describes the U. S. as a
society which • . imposes pressures and priorities that allow neither time
nor place for meaningful activities between children and adults. "2 The report
elaborates:
A host of factors tend to isolate children from the rest of society. The
fragmentation of the extended family, the separation of residential and
business areas, the disappearance of neighborhoods, zoning ordinances,
occupational mobility, child labor laws, the abolishment of the apprentice
system, consolidated schools, television, separate patterns of social life
for different age groups, the working mother, the delegation of child care
to specialists—all these manifestations of progress operate to decrease
opportunity and incentive for meaningful contact between children and
persons older or younger than themselves. . • . Children need people in
order to become human. ... It is primarily through observing, playing
and working with others older and younger than himself that a child
discovers both what he can do and who he can become. • • (that he) acquires
new interests and skills and learns the meaning of tolerance, cooperation
and compassion. Hence to relegate children to a world of their own is to
deprive them of their humanity. . . 3
Bronfenbrenner contrasts American society to Soviet society, where
children and adults constantly interact in families, neighborhoods, schools,
^Urie Bronfenbrenner, Two Worlds of Childhood, U.S. and U. S.S.R.
(New York, Russell Sage Foundation, Pocket Book, 1973), p. xvi.
3Ibid., p. xvii.
4farms, shops, factories and government bureaus, adding that their interaction is
all the more meaningful in that both adults and children have common civic and
moral goals held constantly before them.
We live in an age of unprecedented violence, both physical and psycho-
logical: the five major delivery systems of western culture—the family, the
church, the government, the educational system and the military-industrial
complex—are under constant attack. In fact, a notable trend today is the eulogy
of one or another of these institutions. Nena and George O’Neill dispatched the
family in Open Marriage ; the government's epitaph was engraved by Daniel
Ellsberg in The Pentagon Papers; Dennis Meadows in The Limits to Growth
revealed the fragile resource base of the military-industrial complex. The
validity and in fact the very existence of these and other institutions are being
questioned, in particular the family and the educational system. With regard to
the family, feminists, sociologists and even some religious leaders endorse
countercultural endeavors to replace the nuclear family with a largely unrelated,
extended family. Liberal critics of the educational establishment have included
every trend, from behaviorists to free school advocates and those who would
deschool society altogether.
It should be noted, however, that we appear to be entering a period of
backlash in the areas of both family and education: in a recent article in Harpers
Magazine
,
philospher Michael Novak argues the validity of family life; in Publi c^
Education, Lawrence A. Cremin, President of Teacher's College, Columbia,
5while ostensibly defending the system from anti-reformist critics, appears
determined to shore up the crumbling edifice. Arguing that schools must
recognize the out-of-school forces which influence children, Cremin maintains
a careful distance from critics of the system—even federally sponsored reports.
It is the contention of the thesis that the institutions of family and education
have a closer relationship than most critics believe. Likewise this thesis argues
that until living and learning become integrated once again, we will not solve the
problems of either. In addition, a host of other social ills will continue to defy
solution.
The Myth of the Melting Pot
Is American education truly American? Is it educating all Americans?
In this bicentennial year, it is time for Americans to face the fact that this
country has not been a melting pot. Or rather, that the melting pot has boiled
over into racial, ethnic, social, economic and class conflict, precisely because
it was, in reality, an erroneous concept to begin with. At the same
time,
American education is not really educating Americans, for reasons that are
closely related to the existence of that concept.
The schools are ruled by a minority is evident when one considers
that
school boards are comprised of white, middle-class Americans.
They, in turn,
tend to employ white, middle class Americans to administer
and teach in the
schools. Not altogether surprising, then, is the
fact that it is mainly irnddk
class daughters and sons who move up through the
schools and eventually enroll
6in institutions of higher learning, to become, in turn, part of the power structure.
Our schools are indeed blackboard jungles. Crime, violence and destruction have
become so prevalent that police must guard the hallways of most inner-city
schools and many of those in suburbs. The philosophies that we proclaim to be
the very basis of our educational system are seldom practised in these same
institutions. Yet without education and justice for all, we cannot build a better
America, or contribute to the shaping of a just world order.
In the introduction to the American edition of The Little Red Schoolbook
,
the authors state that "this book is an Americanized version of a British trans-
lation of a Danish book. It was, then, possible to take a book written about
the schools of one country, that had been rewritten and translated to describe
the schools of a third country, without either distorting reality or substantially
altering the contents or tone of the book. This illustrates an important and
disturbing fact about schools in Europe and America: they are basically the
same, and that sameness is too often poor quality education and a society which
lacks values and authentic care for its people.
This simplistic source, The Little Red Schoolbook , is used as an example
because it was written for students who presumably wanted the truth about the
things that matter in their educational experience. In effect, the book says:
4
Soren Hansen and Jasper Jensen, The Little Red Schoolbook , (New York,
Pocket Books, 1971).
7If your school doesn't teach you what you need to know about living
now this book is for you. If you have questions about sex and how to
take care of yourself and your loved one—-this book is for you. If you
or your friends are on drugs and are worried—this book is for you.
If you want to gain control over your own life and make these years
count, this book is for you. 5
The little red schoolhouse can never open its doors to such topics or
ideas, because, contrary to public belief, it is "owned", not by the public, but
by that small proportion of the public which belongs to the local power structure.
Parents may be able to establish an alternative curriculum in a given school
district, and they may be able to innovate with more contemporary learning
environments, but there is little, if any, chance that major reforms will take
place in public education. For public education is tied to an elaborate set of
laws and instructions designed to insure not openness to change, but survival
notwithstanding change.
Yet, the author argues that the way out of our trouble is through a basic
change in our educational system. When a given segment of the population
claims that its needs are not being met by existing educational facilities, that
group should be entitled to public funds to implement a model which can meet
its needs. • Furthermore, the system of public financing of education and education
itself should not apply to children only, but to adults as well. Our welfare system
is supposed to provide indigent citizens with their basic needs of food and
shelter. How much more beneficial to the individual and the society would be
the allocation of public monies to promote spiritual, intellectual, and emotional
growth for people, so that they could learn to live together. For when we speak
Slbid.
,
p. 15.
8of living, are we not speaking of contributing to the common weal as well as
cohabitating peacefully together?
The thesis has as its title: The Creation and Survival of Private,
Countercultural, Transcendent Communities of Learning- Living, which simply
means the gathering or clustering of families, not necessarily related by blood,
but made up of people who are willing to share, to be vulnerable, to care, hope
and dream together, and to act publicly and consistently on their values and
beliefs. For learning is living, hoping, dreaming, loving and building healthy
relationships. The author believes many people today are searching for such a
supportive community, which would heal the wounded (both physically and
psychologically), care for its people, encourage them to grow, to love, to be
just, to be peaceful and to be reconciled to one another. Such communities are
called countercultural because by definition they would be based on cultural
imperatives different from those of the mainstream.
Integration and the Generation Gap
Education tends to concentrate on dissimilarities—between races,
classes and ethnic groups. In doing so, it tends to promote hatred, racism,
competition and negativism. Education should be an integrating experience, of
cultures and subcultures, of ethnic and racial groups, but primarily of emotional
experience and values, vital to growth. The latter can only be realized when
young and old learn together, as part of living together. Better kinds of
government and society will follow.
9We have come to accept as inevitable the generation gap. it exists
because the generations have been taught and continue to live different values.
The language children learn and that of their parents and grandparents never
converge, and that is why they do not hear each other. While the child is sent
out five days a week from 8 to 2 to learn a language devised by experts, the
parent is working out "dead end" streets with an entirely different set of values,
beliefs and language. No wonder the generations are in conflict! Parents and
children must learn together at the same time and in the same place if learning
is to be lived out in their relationships with each other.
The Student as Product
Today the student is perceived as a product, and educators use a
technological approach to create that product. Our strategies are built on the
assembly-line model; we package our student-product, complete with saleable
skills, and then we place that product, if good, up for assembly-line production.
If the approach works, using good business sense, we make all other products in
the image and likeness of our best students. Or rather we try to. Thus when
a good student appears—in spite of the system—we build our success model on
that kind of student and affirm that all other students must turn out that way.
But our student-model was molded by a variety of influences—environment, peer
pressure, competitive drive, a desire to learn, and innate ability; a variety of
different dynamics. Some come to us already prepared to do well; they already
excel. Yet we mistakenly believe it is the system which has produced that fine
10
product and we insist on modelling all our efforts to suit the elitist candidate,
the superior student who would probably succeed no matter where he or she
went to school—and even if they didn't go to school at all.
Thus, this study posits that we need a new educational system, a caring,
embracing environment in which people of all ages can live and learn. The days
of being in a particular slot, track or grouping—like the days of taking pride in
having the tallest building in New York, the largest state in the country, the
greatest military strength, must be declared over.
Definition of Terms
In elaborating on the philosophical, psychological and sociological
imperatives behind the need for private, countercultural, transcendent schools,
this thesis will retrace the history of education in the United States and then
focus on its future, in sketching the model for change. But first, a definition of
terms:
Private Schools : By private is meant privately sponsored but open to
the public. Thus the possibility is not ruled out that such schools could also be
sponsored and funded by local school boards, in addition to other sources of
funding. As presented here, private does not imply religious, ethnic, racial
or socially oriented. Private schools in this study would educate children and
adults, addressing themselves to a community's special needs, and be sub-
stantially supported by privately-controlled tax dollars through a vouchei
01
similar system. This is in contrast to the schools we now have
which are
11
entirely dependent on local, state and federal funds. Private schools are not
to be viewed as the traditional bastions of privileged affluence that ignore the
real public interest in education, the poor, the minorities and the total fami ly
as a living, growing organism.
Voucher system: One in which the federal government issues to each
inhabitant a given number of coupons with which to "pay" for educational
services. These coupons, or vouchers, handed over to the school chosen by
the individual, would entitle the school to receive corresponding federal funds.
The voucher system has been proposed by a number of educators. It is seen as
a means of equalizing educational opportunity by forcing education to become
more responsive to public needs through the creation of an open educational
market. Only those schools which delivered adequate services would survive,
on the basis of the number of clients they could attract.
Culture
:
Before proceeding to a definition of the word "culture" as
used in this paper, it is necessary to open a parenthesis on a particular aspect
of American culture.
Sociologists stress the rapidity of change in today's society. One could
argue that the changes taking place in America today can hardly be compared with
the huge social transformation and upheaval that occurred during the great period
of immigration. At that time, the United States was inundated with millions of
strangers
—
people who looked and spoke differently, held strange beliefs and
practiced strange customs. They were poor and ignorant and disruptive, the
chief threat to nineteenth century law and order.
12
The plan of those who had a stake in law and order, was to somehow
capture the immigrants and begin the process of rinsing out their ethnicity.
Once the melting pot had thereby functioned, the American dream would be
realized. Thus, between 1825 and 1925, the dominant cultural emphasis was
on unification and homogenization—the melting pot endeavor. When the first
public schools were established in the 1830 's, the major goal was to help
fashion people who would be similar in aspirations and attitudes to those who
operated the schools. Educators were expected to help impose a single standard
of behavior and asset of absolute values. From the start, the English language
and Western European culture were the basic standard; minority ethnic groups
added seasoning but were to be absorbed. MBy the end of the nineteenth century,
"
wrote historian John Hope Franklin, "America’s standard of ethnicity accepted
Anglo-Saxon as the norm, placed other whites on what may be called ’ethnic
probation’ and excluded from serious consideration the Japanese, Chinese and
Negroes. "6
The Anglo-Saxon norm also meant that Protestantism was the religious
norm. Thus there was a strong Protestant bias in the schools (though the
country was founded on religious tolerance and freedom). In an article in the
April, 1972 issue of America, Michael O'Neill describes the founding of parochial
schools in a little known light:
^Harold A. Buetow, Of Singular Benefit, (New York, The MacMillan
Co., 1970), p. 165.
13
In the midst of this (...) effort to create cultural homogenization,
some of the immigrant groups proved particularly cantankerous, and
surely the most cantankerous of all was the Roman Catholic Church and
its school system. Catholic schools (...) were deeply and emphatically
"countercultural. " Public education was shocked by the refusal of the
Catholic Church to adopt the same viewpoint and never really forgave the
Church for that decision. The Catholic decision seemed almost traitorous.
It is difficult in the post-Kennedy era to appreciate how radical a position
American Catholics took during those years, what degree of social pressure
and public opinion they had to stand against. Catholic schools departed
from the great American consensus, refusing to accept either a militant
or a bland Protestantism and also, somewhat instinctively, refusing to
accept the eradication of ethnic differences. 7
Not many cultural or religious groups were at that time sufficiently
organized to defy the melting pot endeavor and preserve their own culture or
religion through the establishment of separate schools. Jewish children, on
another level, were made to feel very much like outsiders, when confronted
with the fact that the public schools did not acknowledge their holy days, but
did acknowledge the Christian ones.)
The definition of the word "culture" as used in this thesis is linked not
slightly to the parenthetical remarks just presented. To continue with the
definition:
From their life experience, people develop a set of rules and procedures
for meeting their specific needs. This set of rules and procedures, together
with a supporting set of ideas and values, is called culture. The classical
definition of culture, framed by Sir Edward Tylor in 1871 reads: "Culture. . .
^Michael O’Neill, Countercultural Schools, America , (April 1, 1972),
p. 351.
14
is that complex whole which includes the knowledge, beliefs, morals, law,
customs and any other capabilities and habits acquired by man as a member of
society, "
8
Thus, culture is everything which is learned and shaped by the
members of a society. The individual receives culture as part of his/her
social heritage, and in turn, that individual may reshape the culture and
introduce changes which then become a part of the heritage of succeeding
generations. Seen in this light, the melting pot endeavor reveals itself to have
been an unconscionable practice of violence, now nearing its fruit.
Counterculture : Several sociologists feel this term should be
* • • applied to designate those groups which not only differ from the
prevailing patterns but sharply challenge them. The delinquent gang,
for instance, is not a group with no standards or moral values; it has
very definite standards and a very compelling set of moral values, but
these are quite the opposite of conventional middle class precepts.
Youth trained in this culture are influenced against the dominant cultural
norm, hence countercultural. Similarly, the hippie conforms to a
culture depicting work as undesirable, flag-waving patriotism as passe,
and the accumulation of material possessions as irrelevant. ^
Thus, according to the current definition, the counterculture serves
to reinforce the individual's rejection of the patterned ways of society. The
delinquent may be accused of being disloyal to the conventional mores, but he
conforms by absolute adherence to the mores of the gang. The gang's mores
sustain him in deviant behavior by proclaiming that everyone steals, that
8Sir Edward Tylor, Primitive Culture: Research into the Development
of Mythology, Philosophy, Religion, Language, Art, and Custom , Vol. 1,
(London, John Murray Ltd., 1871), p. 1.
9
Theodore Roszak, The Making of the Counterculture , (Garden City,
N.Y.
,
Doubleday and Co.
,
Inc., 1965), p. 18.
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squealing is the worst possible sin, and that only squares go to school, save
money or try to hold a steady job.
While accepting the above definition, in this work counterculture does
not have the narrow, traditional meaning of against (counter/contra), or the
negative connotation as in fighting, i.e., anti-cultural. Rather, it has a positive,
creative, freeing-up spirit which calls upon the culture to transcend the main-
stream values of its own prevailing standards. A countercultural system is
made up of people who adhere to a number of values that may likely be the
reverse of, or contrary to, the values of the society at large, who are at odds
with certain dominant cultural values and have consciously transcended them.
However, at the same time a counterculture modifies the very culture that
brought it into being.
Thus, a countercultural school is one that cuts across class, ethnic,
racial, age, social, economic and religious lines. The clientele of a counter-
cultural school has nothing in common with parochial notions of ethnic, religious
or class separateness. Its members share a set of countercultural values and
in terms of numbers the group is a cultural minority.
Being countercultural does not mean answering the question ,rhow shall
we know” but rather raising the question "how shall we live”. To be counter-
cultural is to question the conventional scientific world view, and in doing so,
to challenge the foundations of technocracy. To find the answer to our previously
posed question, we must reconstitute the magical world view from which human
creativity and community derive, or, as Theodore Roszak writes:
16
... the primary project of our counterculture is to proclaim a newheaven and a new earth, so vast, so marvelous, that the inordinate
claims of technical expertise must of necessity withdraw to a subordinate
and marginal status in the lives of men. 10
The counterculture, in the author’s view, comprises a new cultural constellation
that radically diverges from the customs, values and assumptions that have
constituted the mainstream of our society at least since the scientific revolution
of the 17th century.
This is not to repudiate all that science and the human intellect have
accomplished. But rather, as Roszak further says, to redress the imbalance
between mind and spirit brought about by the concept of duality and the resulting
manner in which scientific thought has evolved since that time.
Unfortunately, countercultural groups are generally perceived by main-
stream society as a problem. The members of a given society are so completely
immersed in their own body of beliefs and customs that they generally fail to
realize that they are obeying beliefs and customs, and consequently they fail to
wonder why they believe and act as they do. We have failed to appreciate
—
quite
literally, to add value to—the enrichment and stimulation our countercultural
differences have contributed to American culture, by rinsing out as much ethnicity
as possible from groups diverging from the Anglo-Saxon norm. Yet only by
imaginative stepping outside his own body of beliefs and customs can a person
become aware of her/his own nature. More than any other country, the United
10Roszak, The Making of a Counterculture , p. 17.
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States represents in its people the largest in-gathering of diverse cultural
origins. When we begin to welcome countercultural variations as an opportunity
rather than as a problem, the realities of American life will be experienced
differently.
In a language which avoids traditional terms, a great theologian, Paul
Tillich, addresses himself to this problem and its personal and social
repercussions:
... out of the fertile soil of the earth a being was generated and
nourished, who was able to find the key to the foundation of all beings.
That being was man. He has discovered the key which can unlock the
forces of the ground, those forces which were bound when the foundations
of the earth were laid. He has begun to use this key. He has subjected
the basis of life and thought and will to his will. And he willed destruction.
For the sake of destruction, he used the forces of the ground; by his
thought and his work he unlocked and untied them. That is why the foundations
of the earth rock and shake in our time.
A tremendous anxiety expressed itself through the works of these men.
Not only do they feel the shaking of the foundations, but also that they
themselves are largely responsible for it. They tell us that they despise
what they have done, because they know that we are left with only a slight
chance of escape. Wavering between little hope and much despair, they urge
us to use this chance.H
How do we use this chance? Or, in other words, "How shall we live”?
Pierre Teilhard de Chardin writes of the "planetization of mankind" which will
make us "more completely personalized and human. Indeed, the scope of
11
Paul Tillich, The Shaking of the Foundations , (New York, Charles
Scribner & Sons, 1949), p. 178.
12DeLubac, Henri Teilhard de Chardin, The Man and His Meaning ,
(New York, Mentor-Omega Books, 1967), p. 119.
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this moral question can only be planetary. During the last decade It has become
apparent to many thoughtful people of different nationalities that the ancient
question of war and peace has now to be enlarged to include not only social
justice, but political justice and environmental integrity as well. Schools are
making an effort to deal with these complex and massive problems through
curriculum changes; however, this study contends that the interdependent aspect
of the future can best be understood in an experiential situation, in which, as
George Lakey says in Strategy for a Living Revolution "People can act out the
future in the present. "13 For It is in the experience of living that we leam.
The interdependence of all aspects of our private and public lives, of our
lives as individuals and as citizens, cannot be taught as part of a curriculum,
for a curriculum, by definition, denies the very notion that all things are related.
The experiential setting provided by a living-learning community would in its
very existence embody the fundamental notion of interdependence. More will be
said later on how learning in such a community will contribute to the concept of
interdependence
.
The essence of the counterculture, then, is a question of values. Perhaps
not entirely coincidentally, values in recent years have been woefully neglected
in our schools. Only recently have educators and public alike been willing to
contend with this problem. Yet values are central to every human endeavor.
In the words of Dr. Sidney B. Simon:
13
George Lakey, Strategy for a Living Revolution (San Francisco,
W. E. Freeman and Co.
,
1973), p. 121.
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Every day, every one of us meets life situations which call for thought,
opinion-making, decision-making and action. Some of our experiences are
similar, some novel; some are casual, some of extreme importance.
Everything we do, every decision we make and course of action we take, is
based on our consciously or unconsciously held beliefs, attitudes and values.
Students, no less than adults, face problems and decisions every day of
their lives. Students, too, ponder over what and how to think, believe,
behave. So often what goes on in the classroom is irrelevant and remote
from the real things that are going on in students’ lives—their daily
encounters with friends, with strangers, with peers, with authority figures;
the social and academic tasks that assault and assuage their egos. Young
people are being asked and are asking themselves important personal and
theoretical questions that will lead them to important decisions and actions. 14
Countercultural learning and living communities offer an ideal setting for on-
going values clarification.
This study looks at the history and future of private education, not merely
as it constitutes alternative schooling for countercultures, but as it legitimizes
public education itself. It contends that: 1) a culture taken as a whole is
composed of a network or collection of sub or countercultures; 2) the life of a
culture depends on the life of the subcultures that comprise it. Without counter-
cultures, we would have a universal culture, by definition totalitarian, with
only one set of cultural values and imperatives. Everyone would be the product
of the same machine-made process: thinking alike, looking alike, hearing and
talking alike. Eventually such a culture would wither into oblivion, because
only as part of a composite reality can any culture remain vital. There follow
from these three contentions that: 1) if ever allowed to realize itself, the dream
14Sidney B. Simon, Leland W. Howe, Howard Kirschenbaum, Values
Clarification; A Handbook of Practical Strategies for Teachers and Students,
(New York, Hart Publishing Co., Inc., 1972), p. 13.
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of American universal public education would destroy our culture; 2) we must
support our culture in all its diversity, and therefore, our private, counter-
cultural schools, which enhance the mainstream culture; 3) reciprocally, the
counterculture needs institutions by which it can be supported, perpetuated
and indeed generated. One of these must be the educational system.
Today in America there is growing support for schools where multi-
ethnic, multi-racial and multi-cultural standards are recognized, in direct
opposition to the trend which prevailed since the early nineteenth century in the
service of the melting pot thesis. In these present-day schools, ideals and
goals include respect for rather than rejection of differences in racial, religious
and ethnic heritage. They endeavor to combine the positive features of both
integration and ethnic identification, in harmony with America’s special
characteristic as a nation of immigrant ancestry. However, there are always
groups left out due to the time lag inherent in public, bureaucratized, education.
The Importance of Education
The writer wishes to make clear from the start that by advocating
countercultural schools he is not in any way denying the importance of education.
Quite the contrary. The author is convinced that our continued survival as a
modem nation depends on the educational level of our people. Robert Sherman,
in a University of Florida monograph entitled Democracy, Stoicism and Education ,
argues that freedom and education are vitally connected by rationality:
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Freedom in the Western world has been worked out through reason,
through the use of intelligence. And education is an extension of reason;
it is the systematic shaping of intelligence, so that no education worthy
of the name could exist where there is suspension of reason. ^5
The very bureaucratization of public schools tends to inhibit the growth of
rationality and reason by preaching one thing and practising another.
Dr. Nicholas Murray Butler, President of Columbia University, cited
these aspects of education: "Correctness and precision in the use of one’s
mother tongue; refined and gentle manners; the power and habit of reflection;
the power of growth; efficiency—the power to do. " It seems hardly necessary
to note that, for too many Americans, public education falls far short of
nurturing these admirable qualities.
Marshall McLuhan and Quentin Fiore in The Medium is the Message,
reflect on the lag between home and educational environment:
There is a world of difference between the modern home environment and
the classroom. Today's television child is attuned to up-to-the-minute
"adult" news—inflation, rioting, war, taxes, crime, bathing beauties—and
is bewildered when he enters the nineteenth century environment, where
information is scarce but ordered and structured by fragmented, classified
patterns, subject, and schedules. It is naturally an environment much like
any factory setup with its inventories and assembly-lines.
^
Is it any wonder that the school—divorced from the real world of real
living—fails to prepare people for real life? CSaly the learning-living community
^Robert A. Sherman, Democracy, Stoicism and Education, (University
of Florida Press, 1973), p. 2.
16Marshall McLuhan and Quentin Fiore, The Medium is the Message,
(New York, Bantam Books, Inc., 1967), p. 18.
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can avoid this contradiction, for in this totality it represents a consistent
environment, which even the 21” classroom does not.
While there seems to be no problem in getting people to agree that
education is vital, the situation is somewhat different when trying to agree on
specifics. In other words, exactly what should be taught in the schools, and
what is the best setting for this teaching-learning?
Characteristics of Contemporary Schools
These crucial questions serve as a frequent catalyst for debate. In
trying to cause some general kinds of alternatives in public education, reforms
are sometimes initiated, but they are clearly not enough. Our more liberal
public school educators will want to emphasize more humanistic subjects, such
as ethical consciousness, values clarification, personal growth, awareness and
the like. In line with this thinking, the schools would be relatively relaxed,
with a high priority on freedom and creativity rather than strict discipline.
The conservative educators tend to disparage such non-utilitarian subjects and
concentrate on the basic skills of literacy and numeracy. Emphasis in these
schools is on coercive discipline and graduated progress. It is often the
opinion of the affluent school board that the best type of curriculum and setting
would adopt aspects of both these methods. They suggest the use of two basic
curricula areas, each of which is divided into several specific subjects.
The typical public school reform requests that the first area be that of
basic skills. On the elementary level, they claim there should be a concentration
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of effort to insure that all children acquire the basic skills. They perceive the
three R's as absolutely necessary for survival in the modem world. Combined
with these skills, (he children should be exposed gradually to the social sciences,
sciences and humanities. On the secondary level, provisions for greater
specialization are not deemed inappropriate. Despite the many justified argu-
ments and the Skelly-Wright court decision against unfair tracking methods,
some form of ability grouping is imperative to these reformers. They call upon
Plato who argued that all people are different, each person being naturally suited
for different types of occupations. Too many present-day liberal reformers
maintain that the same philosophy should be applied on the secondary level in
our public schools. The schools should carefully analyze student performance
and ability and try to match each student with the curriculum which best suits
her/his desires and abilities.
The second major area, that of moral and ethical education, is more
subjective. Essentially, it would be the same on both the elementary and
secondary level, albeit with a more critical and advanced orientation for the
older students. Emphasis would be on the development of a workable and
pragmatic values system for each student. This area of the curriculum would
be flexible, with room for experimentation, innovation, choices and alternatives.
There may well be some discontent from the school board with these
proposals, especially where they concern moral education. Values are a
relative and personal thing, and the ideal of schools ’’imposing" a specific set
of values often meets with strong resistence. For example, some parents might
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object to the teaching of values which urge automatic respect for country and
obedience to authority. Public school boards subscribe to the notion that the
state has an obligation to itself and to its people to instill in children those
values which will make them good citizens without destroying their ultimate
freedom to choose which values they will uphold. This is why such priority is
given to reason, for it is expected that rational people will be able to exercise
their decision-making power without causing undue harm to anyone. In public
school philosophies, children should be given, through a planned exposure
process, an elementary set of values and the tools to deal with them. When
adults, they will be able to make their own choices.
All of these methods which are currently employed by public school
systems boil down to simply moving the furniture around. They do not represent
profound changes. Part of the reason for this is man's instinct for self-
preservation. (Remember that Socrates was invited to drink the hemlock because
he attempted to reform the culture’s curriculum!) For the most part, public
schools are not even committed to minimal reforms. They are committed to
preserving the status quo, both for the society and for the professional educators.
As Dr. Harvey B. Scribner says, in Making Your Schools Work :
... school professionals need schools at least as much as the young,
perhaps more. Their jobs, their means of support, their recognition
as experts and specialists, their identity as professionals depend on
the existence of schools. . . A large class of school professionals has
emerged with the expansion of public school systems, and this class of
professionals now rules the schools. Public control of schools is close
to a fantasy.
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There is a professionalized solution to virtually every problem that comes
along in education. To combat reading failure, call in the reading specialist.
When there is student misbehavior, or evidence of poor "adjustment" bring
on the guidance counselors. For emotional problems, call in the school
psychologists. When the educational content of the schools— "the curriculum"
—is in need of repair, form a curriculum committee—of professionals. To
hold down disruptions, hire security guards. Are some youth not coming to
school at all? Hire more attendance officers. In the perception of the
professional class, problems demand more professionals, more specialists,
more experts, not reform of the institution.
. .
It is time for parents to be told the modem facts of life about their schools
• • • School professionals as a class represent a major obstacle to the
reform of the schools. 16
The United States is a very conservative society, whose public school
system is designed to preserve the status quo by institutionalizing the rhetoric
of change to preserve social status. The dominant educational theory is one of
a society based on scarcity; limited success and much failure is the educational
equivalent of definitions of full employment that accept high levels of unemploy-
ment as tolerable. It stands as an instrument of conservative strategy for
defusing movements for social change which seriously challenge the established
order even as it typifies social reform in the United States.
In Making Your Schools Work, Dr. Harvey B. Scribner identifies three
characteristics change should have if it is to be readily accepted by school
administrators. It should be 1) sensible and simple 2) cheap to implement;
3) it should undermine the status quo in favor of the young.
16Harvey B. Scribner and Leonard B. Stevens, Marking Your Schools
Work, (New York, Simon and Schuster, 1976).
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In an article in the February 1976 issue of the Kappan
. Leonard B.
Stevens classifies reforms according to their organizational components as
related to either structure, product or process. These three categories
correspond, in turn, to three issues, namely ’’quality", "equality”, and
"power". This is a useful framework for identifhing the true scope of reform.
We all know that the best of learning takes place in living, yet "living"
does not take place in mstitutions--only ’learning". The author is convinced
that only in countercultural learning-living communities of the type to be
presently described, can a basic change in education take place. Indeed
countercultural education is essential if one is to be a reflective person, to live
in the future and be capable of transcending the current cultural values. It
enables one to grow and live significantly as youth, parent and worker, and as
citizens of the new world. It enables us to reevaluate our habits of thought,
concepts and ideals in the light of these changing times. It prepares us to face
any change or chance, so that we are not easily thrown into a panic, but are a
part of whatever is taking place. It confirms where we are and indicates where
we are going. It tells us what we had better be doing under these circumstances
within our mainstream culture. Indeed included in this task is keeping us alert
to the possibility of the unexpected, and with minds open to meet it.
The Question of Equality
In his recent work, Lawrence A. Cremin writes
. .
.We have traditionally assumed in the United States that the public
schools for more than a century created and recreated the American public
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virtually singlehandedly and endowed that public with its unique ability to
work cooperatively on social problems despite its ethnic, racial, religious
and social class heterogeneity. The assumption is not without foundation.
The public school has labored mightily over the years to nurture certain
common values and commitments and to teach the skills whereby a vastly
variegated society can resolve its conflicts peacefully rather than by the
methods of guerilla warfare. Indeed, the public school has actually come
to symbolize community in American society.^
The author disagrees with this presentation. In the words of George Lakey:
Those who want to hold on to their power and wealth have not had to divide
and conquer; our society was bom divided and the task has been only to
keep the groups set against each other lest they combine for justice. 19
Cremin implicitly passes over the essential fact that educational opportunity has
been far from equal, at least as far as quality is concerned. George Lakey put
this concern very graphically when he wrote: "Life means equality so that some
do not grow at the expense of others. " What is proposed here is a model for
learning-living centers where . • children learn self respect as they learn
walking, and have no need to gain it at the expense of others. " Communities
of learning-living in inner cities (perhaps within the very tenements of the
ghettoes !) would not include a variety of races at first, but the author believes
that the very nature of these, communities would lead to a breakdown of the
segregated model first imposed by whites, then reaffirmed by blacks, and that
18Lawrence A. Cremin, Public Education , (New York, Basic Books,
1976), p. 57-58.
19George Lakey, Strategy for a Living Revolution , (San Francisco,
W. H. Freeman and Co., 1973), p. 67.
20
Ibid.
,
p. 7.
21Ibid.
,
p. 7.
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this breakdown would be far more genuine and therefore more beneficial than
any desegregation obtained by court ordered busing, or for that matter, any
other non-organic method.
Other living-learning communities, in suburban and rural areas, would
come into existence already integrated racially and ethnically. These communities
would resemble only superficially those which emerged during the sixties. All
of the communities would be genuinely countercultural in that they would incar-
nate values not current in mainstream culture. They would be private only in
the sense that they would not be part of the public system of education as we
know it today: insofar as they would be financed by public funds and controlled
by the public they serve, they would be truly public.
In .confronting the question of equal opportunity and public control of
education in the dissertation, the method follows:
In Chapter Two American education is reviewed in a historical perspective.
Part One: the reformation, which coincided with the period of early colonization
in America. The first schools in the New World, especially those run by the
northern colonies, were classically oriented. In other words, their philosophy
of education was similar to that of the European schools which stressed the
classical subjects such as religion, history, Latin and Greek. During the
eighteenth century, great changes took place in the colonies, brought on by a
tremendous economic boom. There was a large increase in shipping and
manufacturing which gave rise to an urgent need for people trained to woric in
these professions. The public schools, with their old world curriculum, were
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behind the times, but, just as today, they refused to change. Private schools
and individuals stepped in to fill the gap, offering courses in navigation, ship-
building and many other more utilitarian subjects. Private education today must
find again this courage of our immigrant ancestors, who, as shall be shown in.
Chapter Two, dared to be radically different.
Part Two: the development of American public education during the
nineteenth century is examined, with emphasis on the beginning of the school
bureaucracy and on how the school board system won out over other suggested
means of school control. The rise of industrial capitalism, which caused the
schools to develop along lines parallel to the burgeoning factory system will be
outlined. Children were treated like so much raw material-fed into the system
at age five, they were processed for a number of years and came out as obedient
and punctual workers. The schools were like a vast processing machine which
inculcated both natives and immigrants with the type of values which would make
them non-disruptive and passive factory workers. Since the schools, as this
work will show, were under the control of the upper classes, they became places
where the lower classes were given the education necessary for factory type
occupations, while the sons of the elite were prepared to step into their parents’
shoes.
Part Three: the developments of the early 20th century, in particular
the use of IQ tests which served to entrench the already existing race and class
bias of the schools.
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Chapter Three, entitled Inequality and Contemporary Reformers, shows
that even for children of equal IQ, those with the better educated and wealthier
parents have a much greater chance of success than those from poor families.
This situation is worse among blacks. Even when they are able to decrease
the education gap between themselves and whites they have not been able to close
the occupational or income gap. Reference will be made to reforms proposed
by Hamilton, Ulich and Holt, among others. The chapter will content that adding
more programs to the schools (professional solutions, as Harvey B. Scribner
calls them), wiU not change the basic nature of life in the United States for
disadvantaged groups. Only by changing the very conditions under which people
live and learn will the structural basis for meaningful change in their lives be
created. There are three reasons for this: 1) certain kinds of learning that
are essential if change is to come about, can only take place in a living
situation; 2) the effect of learning-living communities on the larger community
and therefore on its attitude, among other things, toward inequality; 3) the
more direct effect on upper middle class people of living in such communities.
Chapter Four outlines the model for the Private, Countercultural,
Transcendent Learning-Living Community. The author also discusses the legal
precedents behind the parents' right to choose the type of education their children
receive, and reviews the literature dealing with the creation of a voucher system.
The author believes that part and parcel of the parents' right to choose their
children's schools, is the right to have these schools publicly funded.
Chapter Five discusses some possible consequences of the model
and
summarizes the author’s arguments.
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CHAPTER II
HISTORICAL REVIEW
In the last analysis the fundamental mode of
politics in a democratic society is education.
Lawrence Cremin
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CHAPTER II
HISTORICAL REVIEW
The Introduction of the work summarized the case for multi-age, racial
and ethnic communities where young and old can live and learn together. It is
usually the case that historical investigation of an issue wiU enable one to
better understand its nature as well as its future. Such is the case with the
issue of education. An investigation of the origins of colonial education and the
role of private education in the colonies will help us to understand the similar
situation which confronts us today. As this work will show, there came a time
when the needs of the population were not being met by the public schools.
Private schools came into being to fill these specific needs. However, the bulk
of education remained in the hands of the state, soon to be taken over by the
upper middle class. Thus were created the conditions under which education
was to become class and race biased, and because of this, fail once again to
meet the needs of the public.
The chapter is divided into three parts. They are as follows: Part I:
The Seventeenth and Eighteenth Centuries, deals with the European background
of American education, exploring the historical and philosophical influences on
educational policy in the seventeenth and eighteenth centuries. It exam ines the
early colonial schools and establishes in what ways they were similar to 01
different from their European predecessors. Part II: It traces educational
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developments in the nineteenth century. Part III: It considers the innovations
of the early twentieth century. Each of the periods examined contributed a
major element to the educational crisis we face today.
Part I - The Seventeenth and Eighteenth Centuries From England To
America: The Transfer of Policy
While many concepts fundamental to American thought can be traced as
far back as Plato, the main body of American thought has its origins in the
Reformation. The reason is simple: American political, sociological and
philosophical thought is based upon European liberalism; and while the origins
of this liberalism cannot be pinpointed, the events surrounding the Reformation
mark the first significant break in the edifice of European conservatism. The
church ruled like the states, and when the church began to open up, it .did not
take long for the states to follow.
The Reformation planted the seeds of two trends which would later play
a significant role in American development. The first is the obvious religious
sentiment fostered by Luther and Calvin and Adopted by the Puritans. The
second, more subtle, yet in the long run also more significant, was Luther's
belief that the role of the individual was central to the process of salvation.
This dogma opened the door for later philosophers to introduce the concepts
of individual rights such as liberty and private property, concepts which were
to become the foundation of modem industrial society.
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Early Influence of the Church on the American Colonies
Education in the early colonies varied with the geographical setting.
In the South, early education was primarily a family affair with a minimum 0f
outside influence. The middle colonies saw education as a parish concern and
interfered with it as little as possible. The New England colonies set the
precedent for the future development of American education by giving the state
power to establish and enforce educational standards for the populace. Because
of the unique importance of this precedent, the developments in the New England
colonies bear further consideration.
The key to understanding the education policy of the northern colonies
is the view the colonies had of their goal and purpose in the New World. Simply
stated, their Calvinist orientation led them to believe that their God-given
duty in America was to establish a religious "utopia" of a sort which would
be free of the wicked influence so prevalent in England.
The religious influence was so great that ecclesiastical and civil law
fused, leading to a unity of church and state. Political methods were based
on Christian dogma and practice. This view of government’s purpose reflects
the conservative European tradition in which government exists in order to
enforce the civil and mo ral laws without which society could not exist. A very
pessimistic view of human nature led to the belief that the individual was
incapable of maintaining a peaceful and religious social order without powerful
government leadership. The religious commitment to government, as will
presently be shown, was a crucial factor in the subsequent evolution of American
education.
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Government Involvement in Education
Early colonists from northern Europe tended to be neither very poor
nor very rich. Most of them were middle class citizens. Later, the great
waves of immigration brought many lower class Europeans. The class
differences between those arriving and those waiting on the shore was another
key factor in the development of our present system of public education.
The education of the young was viewed by the colonists as absolutely
essential if they were to be able to ward off barbarism and establish a strong-
hold for pure religious values. Because their energies were drained by the daily
struggle for survival, the Puritans turned to the state for help in organizing
and running their schools. The state, as was mentioned earlier, was itself
modelled largely in accordance with the religious philosophy and purpose of
the community. It was not long before education, originally required for
religious reasons by the community, was required by the state for quite different
ends.
Two laws passed in the middle seventeenth century reflect these
concerns. The Massachusetts General Court in 1642 passed into law: nthat
all townships would see to it that all parents and masters therein would provide
the children in their care with an education.” In 1647, the ’’Old Deluder Law"
gave the legislature power to fine any town with a population larger than fifty
if it had not made provisions to educate its youth. The law was meant to
insure the fact that all people could read the Bible so the ’’Old Deluder” Satan
could not trick them.
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The schools themselves were run in a way that reflected the Puritan
view of human nature and of government. The Puritans believed that obedience
was necessary if the naturally wayward folk were ever to have any hope of
salvation. Thus, schools were designed to help people acquire the necessary
skills and to instill in them a strict and unquestioning obedience to authority.
Government was viewed as a means to maintain order in what would otherwise
be a chaotic situation. Not surprisingly, the school's curriculum was anything
but progressive; it concentrated on the basic skills of literacy and aimed to
produce an obedient, lawful, and God-fearing citizenry.
The Enlightenment
It did not take long for this very traditional colonial order to be disrupted
by the tides of change. The great period of rationality often referred to as the
Enlightenment seriously questioned the longstanding doctrines of religion,
philosophy, and government. This age had been a long time in coming, as over
the previous 200 years or so people of reason gradually began to propound
world views in opposition to those offered by Christianity. Running parallel in
time to this secular trend from the 1720’s into the nineteenth century, was a
movement in America called the Great Awakening. This religious revival seems
to have arisen in order to combat the secular trend which had begun to infect
the populace. Clarence L. Ver Steeg, in his book, The Formative Years
1607-1763, argues that both movements were reactions to the same rapid
intellectual developments occurring in the rest of the world. The ideas of
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Enlightenment, he writes, were accepted by the educated upper class, and
the emotional religious revival was predominantly lower class:
Certainly each movement, in its own way, challenged accepted theories
and institutions. As a result, each movement released an independence
of spirit and action, the Great Awakening among the lower classes and the
Enlightenment among the intellectual, social and political elite. It is too
much to expect men of little or no learning to be attracted by concepts
dependent upon experiments and inquiries of which they have no knowledge;
in the same way it is too much to expect men stupid in scientific learning to
discard reason and inquiry in favor of explanations dependent solely on
faith. 22
While religion certainly had a significant effect on most early aspects
of American development, it is fair to say that for the most part, the rational
ideas of the Enlightenment eventually took precedence. An examination of these
ideas will enable us to understand the changes which took place during this stage
of American development.
In the sixteenth century, the astronomer Copernicus developed the
heliocentric theory of the solar system. The work of Kepler firmly established
its credibility. Even though the theory was accepted only gradually, it eventually
destroyed the geocentric or anthropocentric theory which the Christian West had
fostered. In the eighteenth century, Isaac Newton formulated three laws which
correctly described and predicted the behavior of material objects. The
fascination which these theories caused in the scientific community led to a
very great optimism among rational people: perhaps it was possible for the
individual to discover all the laws governing the phenomena of the universe.
22Clarence L. Ver Sfceeg, The Formative Years 1607-1763 , (New York,
Hill and Wang, 1964), p. 204.
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Even human behavior, some thought, could soon be explained in terms of
natural laws.
It is easy to see how a Newtonian world view could establish a materialistic
order. But some thinkers such as Bishop George Berkeley in England, swung in
the opposite direction. An idealist, he claimed that the only true and divine
reality was in the mind, and people ought to be less concerned with physical
phenomena. Descartes’ middle-of-the-road position, exemplified in his ’’mind/
body dualism” until recently ruled scientific thought.
There was in these developments a growing optimism concerning the
human spirit; in all of the arguments concerning the materialist/idealist world
views, there is an implicit recognition of the ability of the human mind to
comprehend and determine the world around it. This positive view of human
nature is very different from the view fostered by the Puritans of New England.
Of course, this too, was a gradual change—Hobbes held a pessimistic view of
human nature—but generally speaking, this age did see a change in the positive
direction. Instead of viewing the individual in bondage to original sin, John
Locke and Jean Jacques Rousseau maintained that people were good, rational
creatures who became "evil” only after indoctrination by society.
In Locke's terms, at birth each person’s mind is a "tabula rasa”, a
blank page. As the individual matures, he is confronted by masses of empirical
data which have a very significant effect on the development of the personality.
Locke’s empiricist position is similar to the nurture side of the nature/nurture
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argument of which modern psychologists are so fond. Locke does not completely
rule out the idea of innate traits as does Hume, but he does insist on the
significance of experiential factors. Naturally, an empiricist will want
education to be a well constructed system of data and instruction that has the
intent of impressing upon the individual oertain characteristics and facts. This
differs from the old school which saw the individual essentially predetermined
by God to be a certain type; it was the role of education to bring to the surface
and polish those previously latent traits. The old school curriculum of ancient
studies was believed to do this well.
In the field of science, there were also many new developments.
Copernicus, Kepler, and Newton have been mentioned previously; to this
list must be added Francis Bacon, the father of the modern scientific method.
In the centuries following Aristotle, the deductive method of scientific
investigation was used. That method is based on the syllogism; from well
established general principles, one deduces new conclusions to apply to problems
as they appear. The method wo rived well in the Christian West where there
were numerous sources of authority such as the Bible to provide the initial
principle. In his Novum Organurn, Francis Bacon prescribed the inductive
method of inquiry wherein one began with observation of phenomena, collected
all data relevant to the phenomena, and only then formed conclusions or
principles based on the data. In his New Atlantis , Bacon describes a mythical
utopia founded upon his scientific method. The growth of modern science as
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such had both a direct and indirect effect on education. Directly, it changed
educational philosophy by shifting to the empirical approach; indirectly in the
form of the great technological achievements which resulted when science was
applied to practical problems. In this period, the microscope, barometer,
thermometer, clock, and mariner f s compass were invented. In 1776, James
Watt invented the steam engine.
Political Change
Many political and social changes had their origins in the period of
Enlightenment. Democracy evolved from the liberal ideas of thinkers such
as John Locke, who advocated the individual’s natural rights to speech, liberty,
and property. Government, instead of being a warden of the populace, became
a protector of the rights shared by all people. The purpose of government was
no longer to ’’control” the individuals in order to maintain order, but to protect
and insure the individual’s rights from those who would destroy them. In
the History of Education in American Culture, R. Freeman Butts and Lawrence
Cremin discuss the early American view of human rights.
In the seventeenth century, the dominant views of Puritan political
theory can be illustrated by John Winthrop, John Cotton, and Nathaniel
Ward. They grounded their political beliefs in the doctrine of original
sin. If man had maintained his original estate of happiness, governments
among men would have been unnecessary. . . . The early Puritans rejected
the monarchical theory of the divine right of Kings formulated by the Stuart
Kings of England, but maintained the divine rights of elected magistrates
. . .
thus we find Winthrop saying that people are not equal^and the people
should have only that liberty which is good for them. . .
23
R. Freeman Butts, and Lawrence Cremin, History of Educationjn
American Culture, (New York, Henry Holt and Co., 1956), pp. 59-60.
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Naturally, this point of view did not last long in America. Roger
Williams was an early dissenter who separated the church and state in Rhode
Island and sought the consent of the people in all governmental affairs. Thomas
Jefferson, Thomas Paine, and Samuel Adams, all reflected the liberal notion
of equal rights for individuals and limitations of governmental power.
The Growth of Capitalism
Another development was the growth of capitalism, also in debt to Locke,
who established that one's person, and thus one's work, were in fact one's
property.
Butts and Cremin discuss the development of laissez-faire capitalism:
When such spokesmen as Locke and Adam Smith in England and Quesnay
and Turgot in France began to insist that the propertied classes should be
let alone by the government, the philosophy of laissez-faire capitalism
was bom and rapidly gained adherents in Europe and America. 24
Capitalism was a tremendous boost to the American economy. There
was a large boom in production and trade from the time of the first colonists
until the revolution. Without large scale immigration, the population increased
from 130,000 in 1700 to 600,000 in 1776, a growth of approximately 500%. The
increased size of American business not only upset the social order by raising
the wealthy capitalists to positions above even the ministers, but fostered the
development of an independent Yankee spirit as well. Shipbuilding, fishing,
trading, lumbering, and the great plantations took over what was at one time a
24
Ibid.
,
p. 61.
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simple agrarian economy, rhe new world so rich in natural resources grew
rapidly westward as the economy grew. Ver Steeg explains:
Commercial capitalism did not reach its zenith until the nineteenth
century, but by the middle of the eighteenth century, its characteristics
were everywhere present. An American society could not have matured
without the financial institutions, the extensive trade network, the
accumulation of capital, the expanding and experienced labor force, and
the emergence of a merchant-capitalist group.
. . Equally significant,
the vitality of the indigenous economy supported a special kind of political
independence not developed in the English colonies in the West Indies
.
25
There are three principal changes which the colonies underwent in the
eighteenth century: 1) the shift to a representative/democratic government;
2) the weakening of established religious traditions, and 3) the growth of a
capitalist economy. All of these changes contributed to the peculiar configura-
tion of public education in America.
The political shifts resulted from European liberalism as exemplified
by John Locke. This view ascertains the natural rights and equality of individuals
and limits the role of government to the protection of those rights and that equality.
The old European conservatism reflected in the Puritan ethic gave way to the
newer ideas.
Religion weakened as the enlightened people began to trust more in their
own rational abilities than in dogma. Some people believed that their own
scientific investigation would provide as much insight into the world as religious
explanations.
25
Clarence L. Ver Steeg, The Formative Years , p. 201.
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Finally, increased political freedom combined with the liberalized view
of property rights, led to the development of a capitalist economic system.
This change not only disrupted the social order, it set America on a path which
would eventually make it the economic leader of the world.
These three developments brought about the next phase in the trans-
formation of public education: its control by the upper middle class, representing
the industi ialists, and its consolidation as a tool for the molding of industrial
workers.
The relationships between religion, government, education, industry,
middle class and lower class car be graphically illustrated thus:
Religion State Schools Industry
middle class
_
religious purpose
lower class economic purpose
middle class = religious purpose = industry
lower class economic purpose individual workers
These relationships took about one hundred years to crystallize, hi
the interim, during the effervescent period of growth and change which
characterized the nineteenth century, private education was a vital element.
Just how and why is illustrated next.
Old and New World Goals
The early schools reflected the old political and economic state of
affairs. The classroom was governed strictly with an emphasis on obedience.
Education was oriented toward religion to such a degree that its very existence
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was justified by its ability to maintain a certain level of religious knowledge
and culture. The nature of this style of education has been discussed above.
Naturally, there was a problem when the goals of the political system
began to change and the education offered by it was still oriented toward the
past. Sheldon S. Cohen offers a very succint appraisal of the situation:
In the eighteenth century
. . . the rapid and pervasive changes which
altered the environment of most New Englanders necessitated new
additions to traditional learning practices. The earlier uniform and placid
educational order, designed to promote Puritan religious and social
interests, could not remain amidst the pressures of a more volatile,
mobile, and secularly oriented society,. Inhabitants still preserved their
basic faith in learning, but now sought to broaden the ends of education
within these new societal attitudes. As the spirit of religion declined
and the influences of commercialization and intellectualism gained, many
communities sought novel educational concepts or institutions to meet
their new situations. For example, the rising necessity for broader
vocational training and the growing accentuation of utilitarianism weakened
the predominance of classically oriented curricula. 26
Cohen reflects on the growth of the Old World and New World goals and
objectives in educational pedagogy:
The Old World idea of the aristocratic gentleman and classical scholar
still remained, but for middle class artisans, merchants, and the farmer-
tradesmen practical studies were far more essential to their needs. In
elementary schooling, therefore, modifications were often made in order
to satisfy the changing requirements of the settlers. At the secondary level,
however, the public Latin grammar school proved unable to evolve from its
circumscribed base so that the expansion of private secondary instruction
became a most significant educational development of the eighteenth
century. 2^
2
^Sheldon S. Cohen, A History of Colonial Education 1607-1776,
(New York, John Wiley & Sons, 1974), p. 79.
2
^Ibid.
,
p. 79.
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The Development of Private Schools
With the advent of private education on both the elementary and secondary
levels, the need for a broadened technical and vocational training was filled.
The youth of the day was not only less interested in the traditional Puritan
educational values, but also had almost no need for them. Young men in
Boston, for example, would find knowledge of Cicero far less useful than the
arts of navigation, geometry, or shipbuilding. People needed to make a living
in the secularized American community and were unable to acquire the necessary
tools for such a living in the public schools. The private schools, not being
legally bound to any set curricula, were able to stay abreast of the times.
Part of the reason for the diversification in schooling was the fractioning
of religious groups. The Puritan hegemony did not maintain its control over
the state and was forced to allow other groups to choose their paths and methods.
Butts and Cremin elaborate on this development:
The eighteenth century thus saw the emergence of new forms of educational
control, principally to allow for religious diversity7 . Private corporations
were organized to which the state delegated the power to conduct educational
institutions. . . It was a logical and necessary development in a day when
it was commonly agreed that education must be religious and that a state
religion should no longer be imposed upon all persons in violation of their
own religious beliefs. . . It was also a phase of the growing pattern of
laissez-faire capitalism of the eighteenth century. Under the earlier form
of capitalism known as mercantilism, the state closely regulated business
and trade, but under laissez-faire capitalism, business was given much
more freedom to operate without state regulations. . . education came to
be one of the activities which individuals and corporations could conduct
with a minimum of direction from the state.
^Butts and Cremin, History of Education in American Culture, p. 98.
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Recognition by the state of the legitimate interests of several factions
opened toe door for private education. Two types of private schools arose to
meet the pressing new needs of the people. The first type of private instruction
might best be compared with modem day dance or music teachers who teach or
give instruction to those interested students who are able to pay the fee. An
instructor might offer instruction in subjects such as geometry, surveying,
navigation, astronomy, or even in the usual academic subjects such as reading
or writing. Robert Seybolt, in his study The Private Schools of Colonial Boston.
has collected numerous public advertisements for such schools. These samples
tell us a great deal about this type of instruction.
The following is from the ’’New England Weekly Journal" of July 17,
1727:
To be taught by Mr. Greenwood, at Mrs. Belknap's House, at the upper
end of Queen Street, Boston, The Principles of Algebra, Sir Isaac Newton's
incomparable Method of Fluctuations, or any of the Universal Methods of
Investigation used by the modems, Covic Sections, the Doctrine of Curves;
or any part of Speculative or Practical Mathematicks, usually taught in the
Schools or Colleges of Europe: Also, to such as are already instructed in
the Mathematical Sciences, the Principles of Sir Isaac Newton, together
with the Modem Discoveries in Astronomy and Philosophy will be explained
and demonstrated in a concise and easy manner. Attendance will be given
from the Date hereof, daily from the Hour of 9 to 12 A. M. and 3 to 6 P. M. 29
The following is from the "Boston Evening Post" of November 21, and
18, and December 5, 1773:
At the North end of Boston, in the Fore Street, near the sign of the Red
Lyon, are taught these Mathematical sciences, viz. arithmetick, geometry,
algebra, fluxions, trigonometry, navigation, sailing, astronomy, surveying,
gauging, fortification, gunnery; the use of gloves, also other mathematical
instruments, likewise the projecting of the sphere of any circle, & c. with
^New England Weekly Journal, July 17 and 24, 1727, p. 18.
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other parts of the mathematics.
By Samuel Seammell.
Formerly a Teacher of the Gentlemen Volunteers in His Majesty's
Royal Navy. 30 y
The next advertisement informs the public of instruction in the arts
more natural to women. It appeared in the ’’Boston Evening Post, " March 15,
22, and 29, 1741:
Mrs. Condy opens her school next week, and Persons may be supply'd
with the Materials for the Works she trades, whether they learn of her
or not. She draws Patterns of all sorts, especially, pocketbooks, house-
wives, screens, pictures, chimney-pieces, escrutoires, & c. for tent-
stitch, in a plainer manner and cheaper than those which come from
London.
°
Such a method of private education, as can well be imagined, filled in
the gap left by the public schools of the period. As time went on, though,
people began to seek more stability, for these schools existed at the whim and
fancy of the instructor, and often a student would be left abandoned if the
instructor packed up and left. What we see next is the rise of a second type
of private school, i.e.
,
the academy. Butts and Cremin write:
The principal changes appeared as a rising merchant and trading class
began to press for an education more appropriate to their interests.
Private instruction in the more useful and utilitarian subjects began to be
given in the commercial centers and then appeared in a new type of secondary
school that came to be known as the academy, which held its popularity for
Op
over 100 years into the nineteenth century. 0
In the Colonial Origins of the United States: 1607-1763 , W. W. Abbott
writes about the same phenomenon:
^Boston Evening Post, November 21 and 28 & December 5, 1773.
^Boston Evening Post, March 15, 22 & 29, 1741.
33Butts and Cremin, A History of Education in American Culture , p. G3.
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j M 1 . ^ » piUlODOiUIland took a step toward this goal with evening schools for his junta of
printers, scriveners, slevewalsers, and joiners.
Benjamin Franklin was truly a person of the Enlightenment. His numerous
ideas on science and politics also include a theory of education which he
incorporated in the academy he founded in Pennsylvania. The origins of this
school lie in his essay "Proposals for the Education of Youth in Pennsylvania"
which won him enough backers to begin construction. His essay opens with an
appeal to the importance of education: "The good education of youth has been
esteemed by men in all ages, as the surest foundation of the happiness both
of private families and of common-wealths. "3^
Franklin recognized the need for a practical education in a day of great
While they are reading Natural History, might not a little Gardening,
Planting, Grafting, Innoculation, etc. be taught and practiced; and now
and then excursions made to the neighboring plantations of the best
farmers, and their methods observed and reasoned upon for the informa-
riculture being useful to all, and
The lesson to be learned from these developments is simple. During a
period of relatively rapid political and economic change, the publicly run schools
33W. W. Abbot, The Colonial Origins of the United States , (New York,
John Wiley & Sons, Inc., 1975), p. 103.
^Benjamin Franklin's Proposals for the Education of Youth in
Pennsylvania, 1749, (Ann Arbor, The William L. Clements Library, 1927),
p. 5.
change:
35Ibid.
,
p. 30.
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were unable to fulfill the rapidly changing needs of the populace. The old
schools were overly involved in the old Puritan values and were unable to cope
with the new orientation of their clientele. It was the private concerns
—
individuals and institutions—which were able to recognize what was happening,
and produce an educational methodology which attracted people. Whether in the
form of individual instructors or endowed academies, the private educators were
a step ahead of the public educators in answering the problems of the people.
Why were the public schools unable to change adequately? Perhaps the
answer to this question lies, as Walter Lippman might argue, at the core of
the democratic method: a system in which bureaucracy must respond to the
voice of the people—the majority—is slow and cumbersome. In any situation
where the public's opinion is needed to change events, it is usually the case
that movement is too slow. Inevitably, the opinion of the public is one step
behind actual events. In New England, the private factions were able to keep
education moving in a day when public education was falling behind. Perhaps
the same situation may exist today?
Part II - The Nineteenth Century
In the first part of this chapter, it was seen how American education
developed during the seventeenth century from a European classically-oriented
structure to a semi-modem education system by the beginning of the nineteenth
century. The change was very gradual. A truly "modem” school system was
still years away, but the seeds of the future were planted in the years
prior to
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and after the American Revolution. Of special interest was the influence of
the private schools. The private teachers and academies were much more
adaptable to the changing social setting than were the publicly controlled
schools.
In this part the development of the schools during the nineteenth century
will be examined.
Capitalist Expansion
The middle nineteenth century was a period of continuing social and
economic growth. It would be a mistake to assume that the changes discussed
in Part I of this chapter did not continue well into this period. The new ideas
in economics, government, and science all contributed to the development of
a capitalist-industrialist economy. In the North, the cities became great
centers of industry; railroads and canals were built as a lifeline between the
raw materials in the West and South and the factories in the North. The
economic boom put a priority on inexpensive labor, and many dissatisfied
Europeans immigrated to fill the openings. As might well be imagined, the
influx of thousands of people into the cities was the cause of great social
upheaval, and men and women who came to this country seeking a new life and
new opportunity were treated to the worst jobs, the lowest wages, and the
poorest housing. The social mobility of these people, as with all people, was
to be determined by the public school system.
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Michael B. Katz of the Ontario Institute for Studies in Education has
written extensively on the history of American education. Specifically, he has
dealt with the question of the education of immigrants and in general with the
factors which contributed to the development of American educational policy.
His conclusion is that the "dream" of educational equality is in reality a
"nightmare". The history of American public education is not nearly as
glorious as many people would have us believe. In School Reform: Past and
Present
,
he explains his thesis:
As it is being re-discovered, America’s educational past seems more
depressing than uplifting. For much of it is an unpleasant record of
insensitivity and bias, or a dreary tale of innovations that did not reach
their goals.
. . The point of view underlying this book is very critical.
As it regards the present, it maintains that the contemporary state of
our schools is appalling. As it views the past, it is a point of view that
assumes that prejudice, narrowness, and intellectual limitation scarred
the creation of public education in a way that has lasting and tragic results
. . . the conclusions to which reading these documents from the past has
led me is that public education originated from impulses that were
conservative, racist, and bureaucratic. Those impulses, sometimes
blatantly obvious, sometimes submerged, but always present, have driven
educational development for over a century. They mark public education
today. It is the extent to which they are embedded in the very concept of the
urban public school that makes meaningful educational reform so desperately
difficult, and so urgent.
Social Mobility and Education
Why did the schools develop in this way? The thesis proposed by Katz,
which will be analyzed in detail in this section, is that at a very early stage,
the industrialists and business people wrested enough power from the states to
36Michael B. Katz, Ed.
,
School Reform: Past and Present , (Boston,
Little Brown & Co., 1971), pp. 1, 2, & 3.
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direct a large part of school policy. The legislatures followed these influential
people in designing a public curriculum whose primary purpose was to inculcate
in the masses only those virtues and skills which would make them obedient
and punctual factory workers. The people who were in control were racist in
that they looked upon the working masses as inferior beings, and class biased
in that they sought to prevent the masses from any upward mobility. Even the
schools’ internal organization was patterned after the factory model, whose
bureaucracy, with its code of discipline and chain of command, they imitated.
Martin Carnoy, in his book Education as Cultural Imperialism, argues that
this pattern is common to all industrialized Western nations, and that it is
reflected in their domestic and foreign policies. He writes:
Our thesis is that educators, social scientists, and historians have
misinterpreted the role of Western Schooling in the Third World and in
the industrialized countries themselves. We argue that far from acting
as a liberator, Western formal education came to most countries as part
of imperialist domination. It was consistent with the goals of imperialism:
the economic and political control of the people in one country by the
dominant class in another. The imperial powers attempted, through
schooling, to train the colonized for roles that suited the colonizer. Even
within the dominant countries themselves, schooling did not offset social
inequities. The educational system was no more just or equal than the
economy and society itself— specifically, we argue, because schooling was
organized to develop and maintain, in the imperial countries, an inherently
inequitable and unjust organization of imperial and political power. 37
This is a most serious charge. It is based on the belief that the
capitalist/imperialist system promotes great social injustices. The supporters
of this view argue that the capitalists do not regard the working people as human
beings, but as so much raw material which must be processed before it can be
37Martin Camoy, Education as Cultural Imperialism , (New York,
David McKay Co., Inc., 1974), p. 3.
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fed through the factory machine. People treated as objects cannot be viewed
at the same time as potential presidents. Carnoy describes this industrial
approach to the people:
One of the most important objectives of the centralized state school system
was to form a new working class for industrialized growth. Schools had to
inculcate behavior patterns relevant to working in factories instead of on
self-owned farms or as artisans. Crucial to factory work patterns was a
sense of time and authority. Reformers realized that if children could be
taught to attend school regularly and be taught the importance of punctuality,
they would come on time to work. If they could be taught to respond to the
reward system in the classroom and to submit to the authority of the teacher,
they would be obedient workers. Industrialists also recognized that the
school served as a means of preparing a disciplined work force. 38
Origins of Class and Race Bias
Thus education is viewed by the capitalists as a people factory: raw
material (children), is fed into the factory (schools), and processed by the
machines (teachers). The finished product will be ready to become a cog in
the wheel of the industrial complex. No concern for the "human" needs or
desires of the masses exists; instead, the compulsory attendance laws drive
them through the process whether they like it or not.
Michael B. Katz paints a similar picture:
The purpose has been, basically, the inculcation of attitudes that reflect
the dominant social and industrial values; the structure has been bureau-
cracy. The result has been school systems that treat children as units to
be processed into particular shapes and dropped into slots roughly congruent
with the status of their parents. There is a functional relationship between
the way in which schools are orgaiized and what they are supposed to do.
That relationship was there a century ago, and it exists today. This is why
the issues of social class and bureaucracy are central to understanding the
on
public school. 0.
38Ibid.
,
p. 240.
39Michael B. Katz, Class, Bureaucracy and the Schools , (New York,
Praeger Publishers, 1971), p. xviii.
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Thus, as American society moved into a lengthy era of industrial imperatives,
the industrial establishment created, supported, participated in and maintained
its hold on a vast system of public education, the very system we behold today.
The method of school administration, however, was to undergo several
changes before arriving at its twentieth century form. Katz, in explaining the
birth and rise of the bureaucratic system deals at some length with three major
alternative systems which made their appearance early in the nineteenth century.
The three alternatives were: Paternalistic Voluntarism, Democratic Localism,
and Corporate Voluntarism. A closer examination of the three alternatives and
of the bureaucratic form itself will increase our understanding of the subject.
Paternalistic Voluntarism
Paternalistic Voluntarism was a movement characterized by the New
York Free School Society, founded in 1805. The Society was comprised of
members of the New York elite, and was, by its own definition, a benevolent
organization. The purpose to which they directed their efforts was the
elimination of crime, vice and poverty by providing a free education for the
very poor city dwellers. However, the schools were free only to those too
poor to be able to receive any other education. It was believed that removing
the children from the ghetto for a few hours each day would counteract the bad
influences they encountered there.
By 1825, the Society had shifted gears somewhat. When scandal broke
out over the misuse of public education funds by certain sectarian interests,
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the Society declared that education should be taken out of the hands of the
various religious societies. They recommended the use of one central institution
to govern and regulate the schools, and recommended themselves for that
responsibility. Thus, in 1825, they became the New York Public School
Society. In Class. Bureaucracy and Schools. Katz explains:
The generally low quality of private schools and the evident dissatisfaction
of many parents with existing school facilities combined to bolster the
Society's claim that a major reorganization of education within New York
City had become imperative. Never modest, the Society proclaimed itself
the most appropriate agency to assume the task of educating all the city's
children, offering in support of its claim "an experience of nineteen years,
during which period it has educated more than twenty thousand of our poor
children. " The legislature accepted the claim of the Society, which became
the New York Public School Society and, as such, began to disburse virtually
the entire public grant for elementary education in the City of New York. 40
The Lancasterian Method
As the label Paternalistic Voluntarism implies, the Society ran the
schools with voluntary personnel, as they explicitly denied the usefulness of
professional teachers and administrators. Professionals, they argued, were
appointed on the basis of political connections and not on the basis of ability.
They preferred the talented individual volunteer who had a sincere desire to
teach, and would therefore be a better and more efficient educator. They also
denied the need or usefulness of widespread state level organization or control;
instead, they supplied rigid intra-classroom organizations via the Lancasterian
method. Each class featured one teacher on a raised platform with as many as
four hundred students. Using drill instruction, rote, and student monitors,
the teacher exposed the children to the materials as quickly as possible.
As
40Ibid.
, p. 8.
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might be imagined, emphasis was on strict discipline and competition. This
classroom setting, in many ways the antithesis o£ modern ideas, was believed
to be the best method to educate children.
The Lancasterian schools did not promote equality or social mobility;
in fact, as Katz argues, it was an extremely class-biased approach to education:
But make no mistake about it: this was a class system of education. It
provided a vehicle for the efforts of one class to civilize another and
thereby ensure that society would remain tolerable, orderly, and safe.
To the Society, the alarmingly low level of school attendance reflected
either.
. « the extreme indigence of the parents.
. . or their intemperance
or vice; or ... a blind indifference to the best interests of their offspring. M
Thus nurtured in ’’ignorance and amidst the contagion of bad example, ”
these urchins, "instead of being useful members of the community, will
become the burden and the pests of society. ".
. . But the schools themselves
obviously constituted the major agency of class civilization. Within the
schools, the particular form of pedagogy applied clearly reflected the
Society's goals and its perception of its clients.
The Lancasterian method was a means of keeping the workers suppressed
so that the elite could remain in power without the threat of social upheaval.
Katz explains:
It is not difficult to see a very particular ideal of an urban working class
implicit in those pedagogical arrangements. As a result of such schooling,
the working class would be alert, obedient, and so thoroughly attuned to
discipline through group sanctions that a minimum of policing would ensure
the preservation cf social order. But, and this is important, programmed
from an early age to compete with one another, working-class children
would not grow up to form a cohesive and threatening class force. The
zealous amateurs of the New York Public School Society, it thus becomes
apparent, did not design their system for their own children or for the
children of their friends. Rather, they attempted to ensure social order
^
through the socialization of the poor in cheap, mass schooling factories.
41lbid.
, pp. 9-10.
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This system did not succeed for long. Katz argues that it had four
major defects which brought on its downfall. First, it was essentially an
undemocratic program in that it gave to a private sector of the populace the
power to administer over a large section of the public. It had virtually no
responsibility to the people who should, in a democracy, have some voice in
the factors which influence their lives. Secondly, it was not really a voluntary
system, as it excluded parents and other potential ’Volunteers" from working in
the schools. This is an example of the class bias inherent in the institution,
as the Society members sought to maintain complete control. Third, the
Lancasterian system did not operate as efficiently as was thought. In the urban
centers with large, heterogeneous populations, it was extremely difficult to use
only one type of classroom mold. Finally, there was a growing feeling of
hostility on the part of many middle class parents. They resented having to
send their children to school with groups of very poor children. The public
schools were equated with pauper schools. There was also ill feeling on the
part of the poor families who more often than not needed to keep their children
at home to work, but were required to send them to school lest the family lose
its relief benefits. The Paternalistic Voluntarism system did not survive with
these factors working against it.
Democratic Localism
Democratic Localism was the first major alternative to Paternalistic
Voluntarism. Its primary goal was to return control of the schools to people
on the local level. It followed the example of rural schools, where a
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democratic caucus in each ward made all school policy decisions. The
movement was quite active in both New York and Massachusetts, where it soon
met hard opposition.
John C. Spencer, Secretary of State in New York, tried to bring local
control to New York City Schools during the 1840's. His plan was to break the
c ity down into wards, each of which would have its own school system. In
Massachusetts, the Democratic Localists came into quick contact with Horace
Mann s State Board of Education. The State Board had considerable influence
on the state legislature even though no formal ties existed between the two.
The result was legislative support for the Board's policy of unification and
centralization. The state schools stressed bureaucratic control and
professional personnel. This was the antithesis of the Localists' goal of
decentralization and local control; they felt that the state legislature should
not lead the public will, but enact it. Katz discusses the efforts of Orestes
Brownson, a leader of the Massachusetts Localists:
Orestes Brownson formalized the democratic-localist point of view into
a theory of governance of American society. According to Brownson, the
"individual State, as well as the Union, should be a confederacy of district
communities, " in which each vital interest remained within the smallest
possible unit, of which the very smallest would be the district, "which
should always be of a size sufficient to Grammar School. " In education,
the district should remain always "paramount to the State, " and each
individual school should be "under the control of a community composed
43
merely of the families having children in it.
"
43
Ibid., p. 17.
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There were basically two factors contributing to the inability of
Democratic Localism to win a substantial following. First, it was somewhat
anachronistic in that the cities had grown very rapidly and had developed many
new and more serious problems; the Localist ideas were geared to a time of
smaller cities and populations, i.e 0
,
their orientation was more rural than
urban. Second, the supporters of the movement failed to see the potentially
undemocratic effects which might be a result of local control. Local majorities
would have virtually total control of their district and would not need to heed
the desires and voices of minorities among them. Katz writes of the end of
Democratic Localism:
Democratic Localism referred at once to an intellectual construct and a
real situation. Its problem was the lack of congruence between the two.
As an intellectual construct, it offered a simple explanation and a simple
cure for the feelings of powerlessness and dislocation induced by the rapid
social change of the 1830*5 and 1840*s. But, unfortunately, it rested on a
nostalgic memory where relationship to reality was, at best, problematical.
For was the small rural town the warm, enlightened, coherent exemplar of
democracy that romantic intellectuals would have us believe? Certainly,
at its worst, democratic localism in action was the tyrannical local majority
whose ambition was control and the dominance of its own narrow sectarian
or political bias in the schoolroom. 44
Corporate Voluntarism
The third alternative proposed during this period was Corporate
Voluntarism. As its name implies, under this system, a single private
corporation took control of a school. The school was governed by a self-
perpetuating Board of Trustees, had an endowment to pay expenses (sometimes
44
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charged tuition), and was usually on the secondary level or higher. Many such
schools were academies; in one sense, they were only semi-private institutions
m that the State often provided their endowment. In fact, the academies were
the dominant form of secondary education in the late eighteenth and early
nineteenth centuries due to a dearth of public secondary schools. The states,
well aware of the need for secondary schools, were more than eager to provide
private schools with land grants for use as endowments. Private schools were
a bargain for the states who were provided with adequate schools with marginal
costs and difficulties.
The private schools were very diverse due to a lack of central inter-
school organization. Their internal organization was often patterned after
the parent corporation. Katz explains the main points of interest concerning
these schools:
From the point of view of state legislatures, academies must have appeared
to be delightfully inexpensive and administratively simple; without the need
to raise taxes a relatively small public investment ensured the maintenance
of substantial numbers of secondary schools. The task of founding,
managing, and supervising the schools, moreover, rested with self-contained
boards of trustees and thus added insignificantly to the burdens of the state.
The corporate mode of control was congruent with contemporary arrangements
for managing other forms of public business. As states turned from
mercantilist regulation of the economy, they adopted a liberal stance that
identified the public interest with unrestricted privileges of incorporation
and removal of regulations governing economic activity. The argument
that autonomous, competing corporations, aided but not controlled by the
state, best served the public interest, extended easily from finance, travel,
and manufacturing, to education. Academies were educational corporations.^
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There were several strong points to the system of corporate control
which were amply manifested. Principally, it claimed to bring education out
of the political realm and into a private realm of honest, capable, and enlightened
individuals. Also, it could legitimately claim to be aware of the needs and
interests of local populations. In this sense, it seems to be something of a
cross between Paternalistic Voluntarism and Democratic Localism, in that it
kept control from the public as did Paternalistic Voluntarism, yet remained
aware of local concerns as did Democratic Localism. Katz comments on this
point:
. . . The Corporate-Voluntarist argument proceeded along two lines:
’’Freedom from governmental interference with our literary institutions”
as a basic principal underscored the right of the parent to select his child’s
education, which, in turn, found expression in the establishment of
academies of varying types, suited to varying tastes.
. . The other line
emanating from the original premise related the individuality of the American
character to the varying degrees of civilization across the country. Both
arguments called for an educational system that could sensitively reflect
and adequately provide for personal and cultural idiosyncrasies. 46
The failure of this system resulted not so much from internal weakness
as from external attack. Of course academies exist today, but they did fail to
become the dominant form of secondary education. The outside attack centered
on a newer and stricter definition of "public”. George Boutwell, the one time
Governor, Senator, and Secretary of the Board of Education in Massachusetts,
argued that only schools established, supported and controlled by the public,
and equally accessible to the public, could be considered authentic public
46
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schools. The mounting pressure for genuine state schools weakened the
corporate system tremendously. Katz explains the downfall of Corporate
Voluntarism:
Academies could not be considered public schools, and in the context ofthe times "public" had become a necessary label. Thus, as it becameppa.ent that only institutions financed by the community or state, anddirectly controlled by its officers merited that definition, both paternalisticand corporate voluntarism were doomed.
Horace Mann’s Common Schools
Horace Mann is regarded as the founder of public education as we know
it. He beleived that educating the masses would reduce crime, poverty and
vice. To this end he advocated public schools, which he called Common Schools.
fr* Tjie Transformation of the School
,
Lawrence A. Cremin notes;
Mann's school would be common, not as a school for the common people—
for example the nineteenth century Prussian volksschule—but rather as a
school common to all people. It would be open to all, provided by the state
and the local community as part of the birthright of every child. It would
be for rich and poor alike, not only free, but as good as any private
institution. It would be nonsectarian, receiving children of all creeds,
classes and backgrounds. In the warm associations of childhood, Mann
saw the opportunity to kindle a spirit of amity and respect which the conflicts
of adult life could never destroy. In social harmony he located the primary
goal of popular education. 48
In the introduction to volume seven of the Common School Journal
,
Mann wrote:
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?? 0nly ade(Iuate resource, then, tor children, is in the Common School.
his resource fails, they perish, by the thousands and tens of thousands.
The guileless, thoughtless young—the young, ignorant, yet needing all
knowledge to save them from harm; thoughtful only of the present moment,
yet embarked on the voyage of eternity; too careless to save a toy, yet
entrusted with infinite treasures.
. . it is of these precious, immortal
beings that we say again, "Here is a new race; begin once more.
However noble Mann’s intentions, their inherent threat was perceived by many.
In 1938, after hearing Horace Maim deliver one of his talks, Ralph Waldo
Emerson wrote in his journal: "We are shut in schools.
. . for ten or fifteen
years, and come out at last with a bellyful of words and do not know a thing.
To know, for Emerson, meant "to feel his poetic imagination soar. "51 It meant
to open his soul to the "Oversoul, " to see the Divine Light of reason with which
every human being was endowed. The Common School, teaching conventional
or "common" habits of thought and perception, seemed to him a barrier against
authenticity. Hie school reformer, he believed, would make impossible the
"self reliance" which alone permitted God to enter through the "private door."
If, as was likely, the school inculcated vulgar and self-serving habits, or the
values associated with Trade, it would merely serve to perpetuate an inadequate
society, an Establishment that was basically inhumane.
Horace Mann, the lawyer who became Massachusetts’ first Secretary
of the Board of Education, was a supporter of abolition
,
temperance, railroad
^Horace Mann, Life and Works of Horace Maim , (Boston, Life and
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building, hospitals lor the insane, tax-supported schools. Mann told his
audiences that lower classes, who were coming together in the cities, were
now dependent upon the conscience and funds of middle-class parents, that
public schools would insure the maintenance of public order and the protection
of property. We have been led to believe that he emphasized these concerns
alongside and over his concern for the virtues of equality and mass enlightenment
because he knew that the movement could not succeed without the support of the
mass middle-class, which was not primarily humanitarian, but self-interested.
The fact is, the schools were to be the servants of those who built them. The
same icalism incidentally persuaded him to divorce his anti- slavery views from
public school campaigning for fear of alienating middle-class taxpayers; ’’realism"
and white supremacy won, in school and out.
As did reformers in Connecticut, New Jersey, New York, and Pennsylvania,
Mann talked of the value of shared daily childhood experiences to bridge the gulf
between the classes; the schools would be "the great equalizer of the conditions
CO
of man, " ^ but it was the schools as the balance wheel of the social machinery
which triumphed, the balance being the imposition of controls for social stability
in favor of the moneyed and powerful, and not the substance behind egalitarian
rhetoric.
It is generally assumed that the Common Schools grew up in their modem
form around the middle of the nineteenth century in order to continue the nation's
already established egalitarian direction. The school would provide more and
52
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more people with access to social and economic mobility, while protecting
society. In fact the latter imperative was already dominant. The school’s
continuity with the past was to be found in the fact that it reflected and
reinforced what had been from the beginning the restrictive class nature of
society. It supported class distinctions and was expected to socialize children
for their places in the world. It was not surprising, therefore, that when the
Irish famines of 1847 sent thousands of Irishmen to American cities, the first
duty of the schools was to protect society from the ’’moral cesspool" they
created in the cities by simply containing the newcomers, keeping them under
observation, and subjecting them to the habits and values of their betters.
The Schools as Sifters
The nation’s growing demand for urban labor required a mechanism
which would balance economic need against the pressure of Anglo-Puritan social
restrictions: its vicious hatred of the foreign born non-Anglo-Saxon and its
immense racial and cultural bigotry. Indeed, if there had not been such a need
for manpower—and an ever growing need at that—it is likely that the prospect
of widespread pauperism and the fear of papal power would have discouraged the
mass entry of Irishmen into Northeastern cities whatever the faith that the schools
would salvage and Americanize diem. But they did come, and the schools, as
Jefferson had hoped, proceeded to separate the "best minds from the rubbish".
But selecting out the "rubbish" was always an important part of the job. Given
also that there was apparently always more "rubbish" than "talent", it seems
important to recognize that at least part of die mydi of the school’s success
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grows out of a very recent interpretation of school success: recording the
failure of large numbers of those entering, attending, or being truant from
the public schools.
Despite the best hopes of its pioneers, the public school is an expression
of the consensus which created and maintains it. As is so often the case, it
was a conservation perception, expressed in 1869, which grasped quite clearly
how difficult real social change would be—as, in fact, it is. In a nation with
millions of disparate stations in life and engaged in a large variety of pursuits,
a conservative considered it empty rhetoric to talk of equality in and through
education.
Why bother then? The point is, nobody really did. There was no
evidence of movement in the direction of truly equal education—or, as we call
it more recently, equal educational opportunity—and the best critics of early
American schooling saw its authoritarian nature and class discriminatory intent
right away. Ralph Waldo Emerson feared for the "survival of individual self-
hood"53 in the new public schools. David Crockett feared that elitists would
deny real educational opportunities to the less fortunate since the better part
of land and tax allocations went to higher education, rather than grade school
education. Both believed the schools were spoiled from birth, given the cultural
and social pressures on them.
The common school's mission was to maintain and transmit the values
considered necessary to prevent political, social, or economic unpheaval.
53Donald Fleming and Bernard Bailyn, The Intellectual Immigration,
(Cambridge, Harvard University Press^ 1969), p. 89.
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Daniel Webster said "public education is a wise and liberal system ol policy
by which property, and life, and the peace of society are secured." 54 The
common school would protect the rights of property, first by teaching the
children of the propertyless to believe that the economic system was reasonable
and just, rewarding people according to their natural abilities and real
contribution to society; and second, by teaching that if one practised those
Puritan virtues, he too could be successful.
To ensure the success of the schools, it was necessary to force the
sometimes recalcitrant children to attend classes. If the law did not require
the children to attend schools, they would become too susceptible to the anti-
social forces of ghetto life. The schools and teachers were thought of as
surrogate families and parents who might influence the children in the correct
manner. In the schools, emphasis was not on utilitarian skills, but on
discipline and organization, which were similar to that in the factories.
Katz comments on the nature of public schools during the nineteenth
century:
The values to be instilled in the schools were precisely those required for
the conduct of a complex urban society—for example, the importance of
time. Expressed as the problem of irregular and tardy attendance, the
problem of instilling a sense of time into children and their parents
obsessed school committees. Aside from the real problems caused by a
lack of that sense, the great stress on time indicates a concern that
extended beyond the schoolroom. One writer, to make that concern explicit,
pointed to the parallel behavior required of the schoolboy and the working
man.
. .
The connection was unmistakable; schools were training grounds
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for commerce. What had been ’’in stilled in the mind of the pupil" became
thoroughly recognized by the man as of the first importance in the
transaction of business."55
The Shift to Professionals
The bureaucratic plan of action was to consolidate the schools into one
system controlled by one education board. The rapid development of the Public
High School between 1820 and the outbreak of the Civil War is a case in point.
The high schools themselves went through various stages of development. In
the beginning, there was little standardization of curricula, but eventually, they
became specialized grading institutions with high priority placed on efficiency,
supervision, and control. The states also employed professional teachers and
a dministrators to insure that these objectives would be realized. It was thought
that professionals, hired and regulated by the state, would be the most trust-
worthy people to have in the classroom. Katz describes the shift toward
professionalism:
The stress on paid, full-time supervision spilled over into arguments for
professional expertise. The emphasis on teacher training and the develop-
ment of normal schools became an aspect of the bureaucratic strategy. The
case for normal schools shared an important assumption with the argument
for professional supervision: that education had become a difficult and
complex undertaking whose conduct and administration required individuals
with specialized talents, knowledge and experience. 56
Katz, Class Bureaucracy and Schools , p. 32.
56Ibid.
,
p. 36.
New Value Standards
69
Another very important goal of the school system during this period
was the inculcation of values not only relevant to industrial work, but to life
m general. In this day of great social and economic upheaval, many traditional
values were challenged; the church lost some of its influence and was unable to
instruct the people as it had previously. To replace the church in this all
important task, people turned to education. The shift in values is reflected in
the standards by which society judged a person, hi the earlier days, a person
would be judged according to his/her piety- or religious fervor; but during the
period of industrialization, more utilitarian standards were set, i.e, a person
was judged according to how much she/he could produce. Camoy in Education
as Cultural Imperialism discusses the new role of the school as values
instructor or perpetuator:
Public Education as it developed in the United States, was the reformer’s
answer to the growth of industry and the crisis it caused in the traditional
social structure. Schooling was seen by reformers and industrialists alike
as promoting their common vision of an ordered, purposeful, and progressive
society. In conjunction with this view, it also helped to preserve a class
structure in the face of economic and social change.^’
Katz gives the reasons for the shift in standards:
Professionalism and system, like the obsession with punctuality, reflected
industrial values. Newly industrialized people must leam to reward a man
for what he can do rather than for who he is. They must supplant ascription
with achievement. The very structure proposed for the school systems
expressed that goal. Graded schools, regulated promotions, and trained
staff were designed to counter problems created by a populace accustomed to
57Camoy, Education as Cultural Imperialism
, p. 236.
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^cuiciwiiiiauuua oi societal attitudes. 00
At first glance, this shift in school orientation is a logical development;
naturally, a school system should educate all its people in a way that will make
diem creative and well adjusted citizens. This would be fine if at the same time
the ideals of equal opportunity and economic justice were being followed. But
they were not. As has been mentioned previously and will be argued again, the
a pproach the schools took to the masses was biased, and (in some instances)
lacist. The controlling interests never let the schools develop in any way which
they personally judged to be disruptive or wrong. An example of this is the
strong Protestant bias found in the schools of a country that was putatively founded
on the ideal of religious freedom. Katz raises this issue:
In practice, the schools did not become neutral, as Catholic spokesmen
all knew. Protestant ministers, as David l>ack has shown, played active
and important roles in common school promotion and management, and it is
in fact impossible to disentangle Protestantism from the early history of the
common school, which exuded an unmistakable chauvinistic pan-Protestant
tone.
. .
59
Thus Catholics, for example, turned to parochial schools, later a source of
such controversy.
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Race, Class and Castn
Not only did the school people believe that their ideas concerning the
regulation and control ot society were superior, they also, as Katz argues,
had a real fear of ethnic pluralism. They feared the loss of the unity they
sought, and worked to destroy anything such as Democratic Localism which
worked against it, Katz phrases it as follows:
Herein lies an irony: Schoolmen who thought they were promoting a neutral
and classless—indeed, a Common—school education, remained unwilling to
perceive the extent of cultural bias in their own writing and activity. However
the bias was central and not incidental to llie standardization and administrative
rationalization of public education. For in die last analysis, the rejection of
democratic localism rested only partly on its inefficiency and violation of
parental prerogative. It stemmed equally from a gut fear of the cultural
divisiveness inherent in the increasing religious and ethnic diversity of
American life. Cultural homogenization played counterpoint to administrative
rationality. Bureaucracy was intended to standardize far more than the
conduct of public life. ^
The word ,Tbias" cannot adequately describe all the efforts of the school
people, as Katz goes on to argue. Many of these people were genuinely racist.
They viewed the immigrants as basically inferior creatures not too much higher
on die evolutionary scale than animals. The immigrants were seen as cultureless
hoards who had to be pulled up to a respectable level before they could function
in society. Naturally, education was the most convenient means to do this.
Racism also provided the school people with an excellent excuse for any failures
within the education system. If a student failed to learn the lessons, all die
teacher need say is that the student was mentally inferior and thus not able to
GO
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learn at the same rate as the others. Soon these racial and class pressures
locked the society into a caste system. The high schools came under control
of the middle class and responded to that class's children, even though inundated
with immigrant children. Class barriers were strengthened. Carnoy explains:
Once the high school was established, the children of wealthy parents
continued to attend academies to prepare themselves in classic education
. . . Middle-class children gained entrance to public high schools,
and were tracked either into a college preparatory course or a non-ac’ademic
(business) course. Working class children generally did not get into high
school or their parents were not sufficiently convinced of the value of
education to want them to go. The significant change introduced by the high
school was that a free higher level of education now existed which, unlike
that of academies, did not require fees. The only criterion for entrance
was achievement.
. . The stress on achievement is a fundamental criterion
for reward in bourgeois democratic theory.
. . but when achievement in
school became a measure of potential achievement in the economy, the
class structure was preserved rather than democratized. 61
By 1885, American schools were part of a well established bureaucracy,
the hardening of which caused prejudice and racism to be firmly entrenched.
The public schools had two other distinctive features: 1) they were a virtual
monopoly, and 2) they still had the attitude that education was something one
class did to another. Proclaiming themselves as the great equalizer, the
schools were really oppressors of the workers. Equal opportunity was a
pleasure only the upper class could enjoy. That such a system would be
bureaucratic is only natural, explains Katz:
Formulation of the relationships between bureaucracy and class bias
remains a major task of social historians and social theorists. . .
Nevertheless, although we lack an adequate statement of relationships, we
can be quite sure that some connection did exist. We have seen the
bureaucratic forms developed early in the history of public schooling; we
6
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have observed as well that class bias was reflected in the educational aims
of the same period. Bureaucracy was the form of organization best suited
to the realization of those aims, and it is in this fact that the relationship
between class and bureaucracy lies. Sociological and administrative theory
generally assumes a functional—and, implicitly inevitable—relationship
between urban industrial society and bureaucratic organization. 62
Part II— The Early Twentieth Century
The Strengthening of the Bureaucracy
The education system did not go through any dramatic changes in the
decades around the turn of the century. Naturally, there were many currents
and crosscurrents of thought, but essentially the bureaucratic system perpetuated
itself. In fact, the goal of most educators during this period was not to change
the bureaucracy, but to make it more efficient and effective. In one sense,
the strengthened bureaucracy was a good thing in that it was stable enough to
withstand the waves of new immigrants from Southern and Eastern Europe.
There was also strain on the S3^stem from within, as the cities grew and
population increased, and more and more families sent their children to school.
The turn of the century movement for school reform has been labelled
"Progressivism. " The work of its prestigious leader, John Dewey, had a
profound influence on American education. His classic Democracy and
Education inspired some progressive educators to carry the ideas of democratic
socialism into the classroom, while others agitated publicly for political
change. In the end, however, as Lawrence A. Cremin states: ". . . the
^Katz, Class, Bureaucracy and Schools , p. 108.
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progressives ended upon the horns of a dilemma.
. .
"63 and the result was
that they failed to change the basically prejudice nature of the schools.
The many new immigrants did not fare very well in the system. They
still felt the full force of the racist/biased policies. They came to this country
seeking a new life, but too often suffered in the inner-city slums. Lawrence A.
Cremin in The Transformation of the School , explains their plight:
In the cities of the 1890 , s a new generation of Americans was coming
into abrasive contact with the ills of industrial civilization. They swarmed
in droves into New York, Chicago, Philadelphia, and Detroit, seeking jobs,
wealth, excitement, a better life. What they found too often was the hard,
grinding misery of the tenement, in which homes corroded and dreams
turned rapidly to nightmares. 64
Americanization
The schools of the 1900’s had continued the policies of the past fifty
years. The educators feared cultural pluralism, believing it would disrupt
the homogeneous atmosphere they were fostering. This process was formalized
by the use of the term "Americanization. " The education system was not only
designed to inculcate industrial values, but now to wipe away the old ethnic
traditions and produce a more homogeneous American culture. Carnoy describes
the attitudes of the controlling class:
By 1900, the reformers were successful in almost every large city. The
educators who led this movement often became big-city school superintendents.
The new boards were controlled by old-stock first citizens, often pro-
fessionals and businessmen and an anti-immigrant and anti-working-class
A?
attitude which underlay most of their municipal reform.
63Lawrence A. Cremin, Public Education , (New York, Basic Books,
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Lawrence A. Cremin writes of the process of Americanization:
To Americanize, in this view, was to divest the immigrant of his ethnic
character and to inculcate the dominant Anglo-Saxon morality. Americaniza-
tion meant taking on the ways and beliefs of those who embodied the true,
historic America, the America worth preserving. "What kind of American
consciousness can grow in the atmosphere of sauerkraut and Limberger
cheese?" asked a representative of the Daughters of the American
Revolution. bb
Humanization
During this period, there were also many "humanitarian" reformers who
worked to improve the fate of the working class and immigrants. Among the
more famous is Jane Addams, a friend of Jolin Dewey’s, who strove to improve
the lower class’s welfare. The reformers wanted pedagogical renovation and
progress; they wanted to change the very narrow orientation of the schools.
Addams felt that if a child had a more humane understanding of the world, that
child would be able to live a happier and more productive life. Cremin discusses
the motives of these reformers:
These young reformers came to their work convinced that the real curse of
industrialism lay not so much in its physical blight as in its shattering of
historic human associations. True, they were sharp and uncompromising
in their attack on "the malefactors of great wealth", but their deeper plaint
was. . . the c^ that industrialism had dissolved the fabric of community
leaving alienation in its wake, and that this ultimately had caused deteriora-
tion of life in the slums. . . Settlement workers talked in terms of neighbor-
hood regeneration, but their ultimate goal was the humanizing of industrial
civilization. In this, education would always be a primary instrument. 67
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The work of the reformers certainly helped humanize the process of
Americanization. It helped diversify the program into a society-wide process
which sought to aid all members of society. But despite these efforts, the
main bureaucratic trend toward quick and efficient handling of large numbers
of students continued. Supportive evidence of this trend is found in the
introduction of standardized tests in 1920.
The Stanford- Binet
The Stanford-Binet I, Q. test, combined with vocational counseling,
served to track students as early as possible. Educators hoped that such tests
would reveal exactly where a student’s abilities were, so that he or she could
be put into the course designed for students of her or his nature, ability and
academic achievement. The philosophy behind the procedure was that students
would feel at ease in homogeneous groups, and therefore, perform better.
There is one very serious problem with this method: it automatically assumes
the validity of the I. Q 0 test scores. The test was long believed to be an
accurate predictor of the socio-economic success one would have in adult life.
The problem is that recent research into I. Q c testing has supported the thesis
that I. Q. tests are not nearly as accurate as previously believed. Samuel
Bowles and Herbert Gintis reach startling conclusions on the subject in their
article "I. Q. in the U. S. Class Structure", published in the November-
December 1972 issue of Social Policy:
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Our findings, based for the most part on widely available published data
ocumented the fact that l.W. is not an important cause of economic
success; nor is the inheritance of I.Q. the reason why rich kids grow up
to be rich and poor kids tend to stay poor. The intense debate on the
mheritability of I.Q. is thus largely irrelevant to our understanding of
poverty, wealth, and inequality of opportunity in the United States.
. . We
shall argue.
. . that the emphasis on intelligence as the basis for economic
success serves to legitimize an authoritarian, hierarchical, stratified,
and unequal economic system of production, and to reconcile the individual
to his or her objective position within the system. ^
There is not adequate space to discuss the I. Q„ controversy in detail;
it is enough to say that recent research has significantly challenged the validity
of the test scores. For example, while Arthur Jencks may blame the lower
I.Q. scores of blacks on their putative inferiority, we cannot ignore the
conclusion of the Moynihan Coleman report during the Johnson administration
which conclude that tests are culturally biased. Thus low minority test scores
are essentially irrelevant. It is class-bias of this verj^ subtle variety which
has long permeated the structure of our public schools. In Education as
Cultural Imperialism Carnoy comments on this matter:
The progressives therefore contributed to a s 3rstem of schools which
divided children, mostly on the basis of their class, into occupation-
oriented course streams, and to a system that used (and still uses)
ability grades even at the elementary level. The schools prepared children
for future work roles defined by class-biased ability tests and by the
vocational guidance counselor. The tests and guidance served to "objectify"
selection processes in a way that made people think that they were being
given the fairest deal possible within their own limitations. 69
/? Q
Samuel Bowles and Herbert Gintis, "I.Q. in the U. S. Class Structure",
Social Policy
,
(November-December 197^, p. 66.
69
Carnoy, Education as Cultural Imperialism, p. 253.
Meritocracy
78
Yet we have not always had grades. In Wad Ja Get Sidney B. Simon
traces the curious history of grades:
One of the startling things we discovered in doing this report was thatimost nothing was written about grades before the 1900's.
. In thebeginning all education took place within the family or social class unit.Performance was all that counted. To be an A hunter you killed the mostgame. To be an A farmer you harvested the most wheat. The product was
readily visible, and success or failure was easy to measure. In ancient
Sparta, the child's first test came at birth when a council of elders determinedhow fit he was to become a future citizen and warrior. To be scrawny or
otherwise unfit resulted in the male child's being exposed to the elements
until he died (a sure F). If he survived this first "pass-fail" examination,
at the age of eight he received special instruction to become a courageous
warrior. Again, the criteria for success were easy to judge. To run
swiftly, to wrestle, to box, to use the shield and spear could be judged
partly by immediate results in tested performance and partly by mere
survival.
In the middle Ages and the Renaissance, there was no need for grades
either. In the homes, mothers passed their knowledge on to their daughters,
the fathers to their sons. If a boy wanted to learn a trade and join a guild,
he studied with a Master until he was deemed ready to join the guild. If he
wanted to enter the medieval universities and become a priest or churchman,
he'd have to be examined, but as with masons or carpenters, what he had to
do to pass was clear. There were no grades; you either passed or failed.
Either you could do it or you couldn’t. /0
It is perhaps somewhat ironic that in twentieth century American the very
individuals who advocate the continuation of or return to grades, are the same
people who most loudly bemoan the predicament known as loss of standards.
Perhaps a return to the medieval approach would, much to their surprise, have
the ultimate effect of raising standards (either you know a thing or you don't)
while at the same time eliminating an essentially unnecessary and damaging
procedure.
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The standardized testing procedure led to an institutionalization of
meritocracy. In other words, students placed in an individual track were
"told" that the amount of success they would have was in their own hands, and
also that in one sense or another that success would be limited by the confines
of the track itself. Naturally, this led to a rewarding of the best positions
to those who performed best in the highest tracks—but ,TbestM as defined by
the standards of the majority interests. The minority students too often placed
in an unnecessarily low track, had a tremendous psychological handicap placed
upon them with the formalization of the meritocratic system. They were told
implicitely that they probably would not succeed and hence, their desire to
move forward was nipped in the bud by a self-fulfilling prophecy.
Summary
We can now complete our graph:
Middle class = Industry - American values - Americanization=
Lower class Industrial Ethnicity Stanford-Binet
workers
Meritocracy
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CHAPTER III
INEQUALITY AND CONTEMPORARY REFORMERS
A perfection of means and a confusion of goals.
Einstein on contemporary society.
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CHAPTER III
INEQUALITY AND CONTEMPORARY REFORMERS
In Chapter II we discussed in detail the development of American
public education up to the early twentieth century. We saw how it began as a
religious tool of the original middle class colonists, very much in the hands of
a religiously inspired state. How at one point the bureaucratic inertia of public
education failed to meet the rapidly changing—and increasingly secular—needs
of the population. How private schools and academies were created to fill the
gap. How, in the nineteenth century, great waves of lower class immigrants
came to fill the jobs created by industrialization. How the entrenched middle
classes used the schools to ’’civilize 1 ' the foreign hordes and turn these peasants
into punctual, docile, factory workers. How, after a period of fumbling with
different forms of control, professionalism and state bureaucracy, always
under control of the upper middle class, became the hallmarks of public
education in the United States. How the use of I. Q. tests served to formalize
and codify the already existing race and class biases and how the entire edifice
culminated in the present meritocratic system.
In this chapter we shall document the consequences of class and race
bias and review the suggestions of a number of contemporary educational critics
and reformers for dealing with it. It will be shown that opinions in the black
community are divided between desegregation and segregated autonomy. The
claims of the free school movement will be examined and the writer will set
forth why they do not solve the problem.
An Overview
The class, race and religious bias of the American schools have
affected society in a variety of ways. The most noticeable effect is an unnatural
and harmful stratification. The wealthy classes which generally control the
schools remain wealthy, while the poor tend to remain poor. John Holt vividly
describes this process:
(An) essential social function of schools is ranking.
. . All societies. . .
are organized into a few winners and a great many losers, a few "decisions-
makers”. . . and many who carry them out.
To be peaceful and stable, every society. . . must persuade the losers that
this state of affairs is necessary, and that its way of picking winners and
losers is just, that the losers deserve (Holt's italics) to lose. At one time
winners and losers were picked by the accident of birth. Modern societies
do this more and more with the Schools. But the people who control society
naturally want the Schools to pick winners in such a wray that the existing
social order is not changed (Holt’s italics)—in short so that most of the
whinners are the children of winners, and the losers the children of losers.
The Schools, then, must run a race which mostly rich kids will win but
which most poor people will accept as fair. On the whole, they have done
this very well.
Recent sociological data show that the social and economic background of
child largely determines the success that child will have in school. In Holt’s
words:
The Schools say that they want all children to be winners, and with even
greater fervor, that they want all poor children to be winners. But the
people who run society want their own children. . . to be the ones who win
in School, and later in society. They make sure this happens. When
71
John Holt, Instead of Education, (New York, E. P. Dutton & Co.,
1976), p. 157.
83
children of different social classes go to the same School, they are almost
always divided into tracks, such as college, business and vocational.
. .
studies show that these tracks correlate almost perfectly with family
income.
. .
Colin Greer, in an article first published in the November 15, 1969
issue of Saturday Review, comments on the effects of the socio-economic
background of children. The article is entitled: "Public Schools: The Myth
of the Melting Pot." Greer writes:
For at least the last eighty years, socio-economic class as signified by
employment rates and levels, has determined scholastic achievement, as
measured by dropout and failure rates. 73
Greer also comments on the effective blocking of social mobility by
public education:
The truth is that the mobility of white lower classes is never as rapid nor
as sure as it has become traditional to think. In a 1920 census for example,
it shows even favored English and Welsh immigrants found half their numbers
tied to the terrifying vulnerability of unskilled labor occupations.
Americans of English stock (dominating national language, customs,
institutions), had 40% of their number working in coal mines and cotton
factories. ^
The conclusion Greer reaches in this article, with which the writer is
wholly in accord, is that the public schools cannot really be instruments of
social mobility for the poor classes:
The assumption that extended schooling promotes greater academic achieve-
ment of social mobility is, however, entirely foolish. School performance
seems consistently dependent upon the socio-economic position of the
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pupils families. For example, of high school graduates who rank in theop one-fifth in ability among their classmates, those whose parents are Inthe top socio-economic status quartile are five times more likely to entergraduate or professional schools than those of comparable ability whose
m the b0tt0m quartiles
- Similarly, white American males bom
after 1900 spend more years in school than their nineteenth century prede-
cessors, and other estimates indicate concommitant redistribution of
economic and social rewards. 75
Mary Jo Baine and Christopher Jencks, in an article entitled "The
Schools and Equal Opportunity", taken from the Saturday Review of Education
of September 16, 1972, argue along similar lines. Baine and Jencks affirm
that the factors which determine a person's future social class lie outside of
the school. In fact, they argue that the schools have a relatively minor effect
on the future of the individual. If equal opportunity is ever realized, it will
be by institutions other than the schools:
The main policy implication of these finds is that although school reform
is important for improving the lives of children, schools cannot contribute
significantly to adult equality. If we want economic equality in our society,
we will have to get it by changing our economic institutions, not by changing
the schools. 7(^
Peter Schrag, in an essay entitled "End of the Impossible Dream",
discusses the school systems' inability to provide a quality education for all
Americans. The problem of poverty, racism and class bias have infected and
destroyed the hopes of millions in this country. The promise of equal education
has made no sense for vast segments of the population. The schools simply
perpetuate the socio-economic structure of which they are a part. Schrag writes:
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But the schools never did what they were praised for doing; many immigrantgroups, for example, did not achieve economic and social success through
the public schools, but through an open market for unskilled and semi-skilled
labor, through sweat-shops and factories, through political organizations
and civil service jobs. There are more poor whites in America than poor
blacks, and if the schools can be credited with the success of those who made
it, they also have to be blamed for the failure of those who did not. 77
More discouraging for blacks is the fact that even when they are able to
receive a competitive education, they are not able to reap its full benefits
because of the racism which permeates other aspects of our society. This is a
particularly discouraging fact because in the years since 1960, many young
blacks have slowly narrowed the education gap between themselves and whites.
S. M. Marr and Pamela Rob3^ in The Future of Inequality, suggest that the extra
education may be to no avail:
Compounding the educational gap is the disturbing fact that blacks have not
reaped the monetary or occupational rewards which education delivers to
whites. At every educational level, non-whites earn less than whites do.
In 1966, non-white college alumni still earned less than white high school
drop-outs. Between 1958 and 1966, the income gap separating non-whites
and white males writh one or more years of college grew from $2, 131. 00
to $3,095.00. A portion of the discrepancy between black's and whites’
earnings may be accounted for by differences in the quality of black and white
education. Another fraction may be attributed to the higher concentration
of blacks working in the South, where wages are low. But discrimination is
the only factor which accounts for a major portion of the difference. 7 ®
More data can be obtained by analyzing social mobility in the United
States. Marr and Roby use data provided by the Bureau of Census Report of
1962 to reach conclusions about the present situation in inner-cities. The data
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bears out the conclusion that children of families at the bottom of the occupational
ladder have a much more difficult time in rising to better social conditions them
do children of families already in the better positions. The situation among
blacks is even worse:
The data on blacks are disturbing. The educational attainments of blacks are
consistently lower than those of whites with the father’s education constant.
In addition, the black mobility rate for lower manual occupations is 51%
greater than of whites from those same occupations. More disturbing is
the finding that among black sons of higher white collar fathers, 72.4% fall
into manual occupations as compared with 23.4% of non-black sons. This
rate of downward mobility is spectacular even when we allow for the likeli-
hood that for some the movement may be into manual occupations that pay
as well or better than marginal middle class occupations.
In conclusion, social mobility, one of the primary targets of equal
opportunity education, has not been realized in this country. The data reveal
that the higher one’s level of education, the higher will be one's occupational
status.
More evidence to support these claims is provided by Samuel Bowles
and Herbert Gintis in Schooling in Capitalist America
. First, they correlate
data showing the relationship between annual income and college attendance.
The data reveal that those families with the highest incomes tend to send their
children to college more frequently and to better colleges:
Additional census data dramatize one aspect of educational inequality: the
relationship between family income and college attendance. Even among
those who have graduated from high school in the early 1960’s, children of
families earning less than $3,000 per year were over six times as likely
not to attend college as were the children of families earning over $15,000.
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Moreover, children from less well off families are both less likely to
have graduated from high school and more likely to attend an inexpensive,
two-year community college rather than a four-year BA program if they do
make it to college. 80
The education level of the parents also has a significant positive effect
upon the success of children in school. That is, parents of higher education
levels tend to have children who also go on to higher education levels. The
uncanny piece of evidence in this is not so much that the children of better
educated parents do better on standardized tests, or in classroom work, but
that they do better than those of lower class, but of equal I. Q. 's:
The data.
. . indicate that even among children with identical IQ test scores
at ages six and eight, those with well educated, high status parents could
expect a much higher level of scoring than those with a less favored origin.
Indeed.
.
.
(the data).
. . shows that only a small portion of the observed
social class differences in educational attainment was related to IQ differences
across social classes. The dependence of education attained on background
is almost as strong for individuals with same IQ's as with all individuals. 81
When we see that children of equal ability do not do equally well because
of differences in social background, we immediately become suspect of the school
system in which the}7 are educated. We can trace the cause to the differences in
school expenditures between urban and nonurban schools. Bowles and Gintis
calculated that when one takes into account the yearly per pupil differences in
expenditure, and multiplies this figure by the amount of years spent in school,
children of parents in the top fifth of the occupational ladder receive approximately
twice the educational resources in dollars of a child in the bottom fifth! Bowles
8
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and Gintis also offer evidence to corroborate the claims of Marr and Roby that
blacks, even when they narrow the educational gap, are finding it difficult to
narrow the income gap. They argue as follows:
Lastly, consider racial equalities. In 1940, most black male workers
earned their livelihoods in the South, by far the poorest regions; the educationgap between non-whites and whites was 3.3 years. By 1972, blacks had moved
o more affluent parts of the country and the education gap was reduced to
1* 8
;°* Freeman has shown that this narrowing of the education gap
would have virtually achieved black/white income equality had blacks received
the same benefits from education as whites. Yet the income gap for young
men is 30%, despite an education gap of only 4%. Clearly as blacks have
&
moved toward educational parity with whites, other mechanism—such as
entrapment in center city ghettos, the suburbanization of jobs, and perhaps
increasing segmentation of labor markets—have intensified to maintain a
more or less constant degree of racial income and equality. Blacks certainly
suffer from educational inequality, but the root of their exploitation lies
outside of education, in a system of economic power and privilege in which
racial distinctions play an important role. ^
These, in brief, are the consequences of class and race bias in public
education. It is now appropriate to consider in some detail the specific contri-
butions of black educators and what, is known of the opinions of diverse black
communities, with regard to effecting change.
Kenneth Clark of the Metropolitan Applied Research Center, in an article
appearing in the Winter 1968 issue of the Harvard Educational Review entitled,
"Alternative Public Schools Systems, " in which he not only suggests alternatives
to the status quo, but describes the problems which make the alternatives
necessary:
American public education is organized and functions along social and
economic class lines. Given these conditions, American public schools
have become significant instruments in the blocking of economic mobility
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and in the intensification of clans distinctions rather than fulfilling theirhistoric function of facilitating such mobility. In effect, the public schoolsave become captives of a middle class who have failed to use them to aid
others to move into the middle class. It might even be possible to interpret
™\e a conlr°Hteg middle class as that of using the public schools toblock further mobility. 83
This biased orientation of the public schools has resulted in failure to
realize equal economic and social opportunity. Clark argues:
It is now clear that American public education is organized and functions
along social and economic class lines. A bi-racial public school system
wherein approximately 90% of American children are required to attend
segregated schools is one of the clearest manifestations of this basic fact
. . . The class and social organization of American public schools is
consistently associated with a lower level of educational efficiency than the
less privileged schools. This lower efficiency is expressed in terms of the
fact that the schools attended by Negro and poor children have less adequate
educational facilities than those attended by more privileged children. 84
Clark states, and the author agrees, that it is a vast wastage of human
resources to allow part of the population to receive a partial and nonfunctional
education. Failure to educate these people will result in great problems in the
future, as the technological revolution requires more educated and skilled
workers.
A different approach to the problem is taken by Charles V. Hamilton of
Roosevelt University in a very useful article entitled "Race and Education: A
Search for Legitimacy, " appearing in the fall 1968 issue of the Harvard
Educational Review . Hamilton argues that blacks are no longer trjung to
implement constructive change in the public institutions, but are challenging
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the very legitimacy o£ the institutions themselves. The same holds true tor
Puerto Rican and other minorities who have not received equal treatment in the
public schools.
First, Hamilton describes the reasons why more attention must be paid
to the desires of the black community rather than to the opinions of educational
experts:
The important point here is that loyalty, allegiance, is predicated on per-
formance. What decision makers say is not of primary importance but is
important what black people believe.
. . with the end product (i.e.
,
their
children graduating from high school as functional illiterates) clearly before
their eyes at home and with volumes of reports documenting lack of payoff,
it is not difficult to conclude that black people have good reason to question
the legitimacy of the educational systems. They being to question the entire
process, because they are aware that the schools, while not educating their
children, are at the same time supporting a particularly unacceptable
situation. They know that the schools are one of the major institutions for
socializing their children into the dominant value structure of the society. 85
There is a point of no return, a point of policy beyond which the minority
community7 will not be oppressed. Experts may see integration as a panacea for
the failure of equal opportunity, but if Hamilton is correct, more and more of
the black community want control of their schools, and to teach their own
curriculum. Minorities are humiliated, alienated, and further oppressed by
paternalistic efforts on the part of whites who dictate the curriculum and model
of alternative schooling.
This is a perpetuation of the pattern of telling the black community what
is best for it. My point is that this position will only increase alienation,
not alleviate it. At the present time, when the educational systems are
oc
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perceived as illegitimate, it is highly unlikely that such a policy would lead
to success. In order for the program to work, support must be obtained
from the black community. This means that educational achievement must
be conceived more broadly than as the mere acquisition of verbal and
mathematical skills. Very many black parents are quite concerned about
what happens to the self-image of their black children in predominantly
white schools schools which reflect dominant white values and mores. Are
these schools prepared to deal with their own white racism?.
. . what I
am stating is that studying criteria for measuring equal educational opportunity
can no longer be the problem of the established "experts". The policy makers
must now listen to those for whom they say they are operating; which means,
of course, that they must be willing to share the powers of policy making.
Secondly, Hamilton discusses some of the concerns of the black parents,
drawing on information provided by the National Association of Afro-American
educators. These black educators affirm that there are four main things on
the minds of black people in regard to education: 1) the educational system has
failed black youth; 2) black parents have not had a voice in the education of
their children; 3) black parents and youth demand relevant education; 4) blacks
should control their own schools through neighborhood school boards. The
Association of Afro-American Educators concludes that the existing educational
system is not responsive to the needs of the black community, and should,
therefore, be changed. Hamilton writes of this assertion by black educators:
One hears these kinds of statements increasingly among newly politicized
people in the black community. The focus has shifted; emphasis now on
viable ways to gain enough leverage to practically revise a system. Black
people, having moved to the stage of questioning the system's very legitimacy,
are seeking ways to create a new system. This is difficult for most Ameri-
cans to understand precisely because they have assumed the continuing
*
*
n ri
legitimacy of the present educational system.
Thus, the major arm of control in the schools should be black parents
in alliance with black teachers. Continuing in their anti-desegregationist
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position, the members of the association tend to say that busing may not be the
cure that many people think it is. Black parents do not necessarily favor sending
their children to white schools miles away from home, nor do they prefer
having to go to PTA meetings miles away from home, where they will be over-
come by the more "literate" whites with large voting blocks. Busing does nothing
to facilitate the role of black parents in the education of their children. It is
also noted that there is likely to be considerable conflict between black parents
and teachers, who do not like having to listen to the opinions of lay people.
Black people are concerned with the psychological impact that the
institutions of education have upon their children. Hamilton explains the need
that black children have to see blacks in positions of authority and in positions
of respect. It is necessary because it gives the children a feeling of respect
and pride for what blacks can do.
A third matter of concern to these new black voices is the psychological
impact of educational institutions on black children. Many black people are
demanding more black principals and predominantly black schools, if and
only because they serve as positive role models for their children. Children
should be able to see black people in positions of day-to-day power and
authority. There is a demand to have the schools recognize black heros with
national holidays. There is concern for emphasizing group solidarity and
pride, which is crucial for the development of black Americans. And there
is a very serious question whether a predominantly white middle class ethos
can perform this function.
. . one should not assume that symbols of
cultural pride are unimportant. 88
There is also concern over the types of material and curricula used to
instruct the children. In simple terms, the materials used in the classroom
should portray blacks; Black heroes should be portrayed honestly; black
88
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accomplishments should be manifest. All of this will contribute to a positive
self-image and a willingness to work hard and succeed as other blacks have
done. Such psychological armor can be
more respected social positions.
a very useful tool in rising to higher and
Mario Fantini, Marilyn Gittel, and Richard Magat, all veteran workers
xn the New York City school system, have written a book entitled, Community
Control and the Urban Schools
. In the second chapter, they give a precise
evaluation of the failure of the public school system:
There is evidence that, far from offering equal opportunity to children ofhe poor, public schools have actually favored the children of the more
well-to-do.
. . what is different today is that the job market places a
premium on education and skills, that the price children pay for school
failure has escalated, and that criticism, once confined to performers, is
now being pressed by the parents of the victims of educational failure.
.
All the efforts at improving public education left the basic system unchanged.
The} stiengthened the status quo, enabling the system to serve better those
it had always served best. The heart of the present crisis in public education
is the realization that the system has failed the individual needs of a major
segment of the population. This failure did not come to full public awareness
until the nation took official cognizance of the poverty amidst affluence, and
until the non-white form of society's economic upper class began to assert
its civil rights and demand a full share in political and economic opportunity. 89
The conclusion which must be reached after an examination of these data
and opinions is that the bureaucratic and biased public school system has a
detrimental effect upon a large segment of the population. The most damaging
effect is, of course, the cycle of poverty, poor environment, lack of education,
and general dissatisfaction. It is clear that the system is geared to the needs
and desires of the controlling middle class and not to those who need the benefits
the most.
89
Mario Fantini, Marilyn Gittell, and Richard Magat, Community Control
and the Urban Schools, (New York, Praeger Publishing, 1970), pp. 22-23.
94
Proposals for Reform
The problems have been clearly identified and amply documented. It
is time now to consider some of the proposals for reform. Rather than review
proposals put forth by individual educators, detailed consideration will be given
to a report by a national committee, which can be considered as representative
of the opinions of a broad segment of American educators and legislators.
The Committee for Economic Development studied the matter; its report,
entitled Education for the Urban Disadvantaged from Preschool to Employment
recognizes the problem:
While the American schools have generally provided middle and upper
income youth with the intellectual tools necessary for success in our society,
they have commonly failed to cope effectively with the task of educating the
disadvantaged youth in our urban cities. To an alarming extent, they have
simply swept disadvantaged youth under the education rug. ^0
Unlike the Baine and Jencks article, this publication asserts that the
schools can play a significant role in the determination of future social status
and in solving urban problems. The author agrees that the problems facing
our urban centers are so complex that we cannot deny the schools an important
part in their solution. Echoing Alvin Toffler, the committee reports that the
future technology of our culture will require fewer and fewer unskilled people
as jobs of an unskilled nature disappear. Thus, the minorities who filled
unskilled jobs in the past will have to be equipped to do skilled work in the
future. The committee reports in regard to this issue:
^Committee for Economic Development, Education for the Urban
Disadvantaged, (New York, 1971), p 0 9»
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In this statement, we are concerned solely with the role of educational
institutions in carrying out their part of the nation's large mission of
eliminating poverty in the United States, a poverty of cultural as well as
material goods, and the opening up of the doors of opportunity to those who
have been denied an equitable share of society's rewards. We perceive
education's role in this vitally important enterprise to be the instrument
by which the disadvantaged may enter the mainstream of American life—
the same unique role the school played in the assimilation of millions who
came to this country in the great waves of immigration.
. . we insist that
educational equality must be judged by schools' "outputs", by the actual
achievement of peoples' intellectual skills, knowledge, creativity, and
actions. We believe that the American people should refuse to settle for
anything less than universal literacy and those intellectual skills which
accompany literacy. Except for the less than one percent of any population
group who are incapable of normal learning, the schools should be expected
and required to bring their pupils up to minimal standard of intellectual
achievement— not some of them, but all of them. 91
Equal opportunity cannot be accomplished simply by an increase in
spending, for despite the fact that money always helps, it is not a panacea.
This fact can be seen clearly in the failure of many of the Johnson Administration's
"Great Society" solutions. In fact, the committee argues that there are seven
steps or actions which ought to be taken to insure the successful functioning
of the schools.
First, the committee argues that the children of the poor generally go to
school burdened with great cultural and environmental deficits. The deficits
are sometimes very basic; not only may children lack an intellectually
stimulating environment, but they may be handicapped by physiological impair-
ments brought on by malnutrition. The problem is more severe for blacks and
other minorities who must also deal with a subtle, but nevertheless existent
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racism which permeates all social institutions. Therefore, the first imperative
of the committee is an improved education for the disadvantaged. It is believed
that an improved education is the best means by which a cycle of poverty can be
broken and that this would improve the general quality of the environment in
uiban America. The committee proposes compensatory programs to raise the
status of the disadvantaged, some means of social integration to relieve racial
pressures, and special respect for minority group interests as a means to
improve their self image. The committee writes:
We stand firmly on the principle that education is an instrument by which
the poor and disadvantaged must enter the mainstream of American life.
Compensatory and other programs aimed at achieving equality for the
disadvantaged should include all who are disadvantaged by an economic
condition, regardless of their ethnic origins. . . integration remains basic
to the more complex solutions and educational dilemmas. School integration
is of critical importance for equality and quality of education as well as for
social relationships. We urge that top priority be given to school integration
and that financial incentives be offered to districts which have made poor
progress toward desegregation and providing urban youth with the knowledge
and skills necessary for successful careers in our technologically based
society. The schools must respect the deep values of ethnic minority
values. Minority values deserve preservation, and motivation for school
success is strengthened by their self-esteem and aspiration for achievement
that derives in part from pride in others' inheritance.'^ 2
Second, a program needs to be formulated which will provide essential
pre-school care for disadvantaged children. It is recognized that the early
years are psychologically crucial; that effective pre-schooling can be a very
favorable educational investment. The committee argues that pre-school
experience should be a part of a national effort to insure the development of
the basic skills of literacy in the entire population:
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Only a massive effort to establish both public and private pre-school
education programs will provide the preparation and motivation, intellectual
capacities, and physical skills essential to success in achieving total basic
literacy. Government support for free day care centers providing pre-
school education for children of working mothers should be continued and
expanded.
. . an all out national effort is necessary to secure equality and
minimal achievement in the basic literacy skills of reading, writing, and
computation, These skills are essential to every person, and their success-
ful cultivation in every person must be demanded of schools. 93
Third, education should be functional. In general, it should foster all
creative and intellectual skills to give the child a genuine sense of community
and well-being. It also should provide the individual an opportunity to gain the
more utilitarian skills needed to realize any ambitions or hopes that he or she
may have. As the committee reports:
Education must open the door to career opportunities, either directly to
positions that provide satisfying work and incomes, or to additional schooling
that will lead to the professions. It is essential that education programs for
the disadvantaged keep open every avenue to higher education. 4
Fourth, the committee suggests that teachers in urban schools receive
special training to equip them for the unique problems they will confront. It
is also suggested that minority group teachers be recruited wherever possible
as they are most familiar with the problems of urban children. The committee
also suggests active involvement on the part of the teachers in the activities
of the community so as to increase their responsiveness in the classroom. To
insure the availability of good teachers, some form of stratified pay scale
should be introduced to reward those teachers who do the best job. The committee
explains this suggestion as follows:
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Tether educatt°n programs should be designed to meet the special demands
,
Educat>°n for prospective inner-city teachers will succeed
st
.
if it involves experience in the communities where they are to teach.Qualified minority group members should be actively recruited as teachers
of teachers for teaching positions in urban schools. Extra incentives shouldbe offered m the form of paid internships for teachers who select careersm urban education. Differentiated staffing patterns and salaries should be
established in urban schools to provide superior inner-city teachers with
incentive goals and rewards. Success in the education of the disadvantaged
will require the development of instructional systems that bring together
competent teachers, the most effective instructional technology, and
curriculum materials that are relevant to the experience and needs of the
students. yo
The fifth suggestion has two parts. The first is that some principle of
accountability should be established whereby the schools could be judged
according to their product or output. There should be some regular assessment
of the schools by local, state and federal commissions. Secondly, the successful
operation of the inner-city schools requires increased participation of local
interest groups in policy-making decisions. The committee argues that bureau-
cracy has made the public schools unresponsive to community needs, and that
some form of decentralization is needed.
The schools must be held accountable for their product. Special educational
programs for the disadvantaged should be funded only where evaluations have
been designed to identify concrete results and the conditions necessary for
achieving those results.
. .
we urge school governing boards and admini-
strators to solicit both formal and informal community participation in the
determination of school policies and programs and to establish policies
and procedures which will make that participation both popular and effective
... we urge the decentralization of large urban districts to make them
more responsive to the disadvantaged communities. . • competent business,
or voluntary agencies, and nonprofit enterprises should be encouraged to
join with the schools in developing alternative educational patterns. 96
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Sixth, the resources spent on education must be equalized throughout the
population. Schools in the inner-city must receive funding equal to those in
wealthy suburbs. For too long, schools in disadvantaged areas have been
expected to operate with much less money per pupil than schools in other areas.
Part of this problem lies in the fact that funds for public education are raised
through property taxes. S. M. Marr and Pamela Roby document this in
The Future of Inequality:
The Syracuse University study of school expenditures.
. „ shows that in
19G2, in 35 of the largest metropolitan areas, expenditures in the central
cities—where there are many low income children
—were $145.00 per pupil
less than * in their contiguous suburbs where there were few low income
children. One of the most disturbing findings in this investigation is that
state education funds give relatively more to the suburbs than to the cities;
schools in the suburbs receive $40.00 more in state aid per pupil than
schools in the cities. Even more disconcerting, the gap between cities and
suburbs is growing; the differences in 1962 did not exist in 1958, when the
two areas were spending the same amount. More recent data are not
available, but many believe the gaps to be at least as great as in 1962.^
The committee calls for several key steps necessary to equalize school
expenditures:
Five actions are essential if the financial plight of the central city schools
is to be overcome.
. .
the assumption by the states of the responsibility for
providing equality of a reasonable level of educational opportunity. . . the
adoption by the states of more effective and equitable revenue systems taking
into account ability to pay.
. .
the equitable distribution of state assistance
to satisfy real needs.
. .
increased federal funds to provide more adequate
resources for meeting the special costs of educating the disadvantaged and
a more just distribution of these resources. . . requirement by state
governments of school by school reporting of budgetary allocations to insure
that inner-city schools and programs for the disadvantaged receive their
fair share of funds that otherwise are diverted elsewhere.
^Colin Greer and James J. Shields, Jr., Foundations of Education :
Dissenting Views
,
(New York, John Wiley & Sons, 1974), p»76.
^Committee for Economic Development, Education for the Urban
Disadvantaged, (New York, 1971), p„ 20.
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The seventh imperative is a call for more research into the problems
which afflict urban schoois 0 The pilot programs which prove effective should
be continued. These which fail should be abandoned and replacements found
for them. The Committee concludes this part of the report with the following:
We strongly urge the development of social and educational laboratories—
coordinated community programs involving not only educational institutions,
but other public and private social agencies—on a scale that is large enough
to provide an environment for the disadvantaged and in which effective
educational practices can be sorted out, but also employed with a real
possibility of success. 99
It is the writer’s opinion that the seven imperatives suggested as a
solution to the specific problems affecting urban schools are simply not going
to work, because of home environment, street environment, and because of
the difficulties associated with racial integration. Taking these reasons one
at a time: 1) Inner city environment: frankly stated, the environment in
which most urban j^ouths grow up is not conducive to upward social mobility.
In fact, the committee recognizes the environment problem:
The basic problem is not the child or children's innate ability to learn. It
is making home and neighborhood environment more conducive to learning
and making schools 1 curricula and methods relevant to the experience,
talents, and needs of the learners. But education is more than simple
learning; it is personal fulfillment. This requires the environments in
which children and young people are nourished morally and spiritually as
well as intellectually. . . consider, for instance, that a substantial majority
of black children have never been over twenty blocks from their homes
—
homes that in countless cases contain no books and often neither pen nor
pencil. Their view of life and the world is contained mainly within their
immediate environment and the television screen.
"ibid., p. 21.
lOOn . , OAIbid., p. 24.
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2) Home environment: Not only the happiness of family life, but the overall
socio-economic status of the family unit. Here again the committee is aware
of the problem:
The relationship of the families' socio-economic group to the aspiration of
the children to enter the professions is illustrated by studies showing an
almost two to one ratio of middle class students to disadvantaged students
who aspire to the professions. The power of environmental influence is
further demonstrated by data which reveal that the ratio of middle class
students who aspire to the professions and middle class schools compared
to middle class students in so-called disadvantaged schools is also two to
one. This ratio also holds for disadvantaged students in schools of these
two categories. 101
3) Racial integration: As the committee's report concludes, segregation
usually results in blacks and other minorities receiving an inferior education.
The methods now suggested for solving this problem are quite complex and
controversial. Nevertheless, the committee concludes that some form of
desegregation is imperative:
Racial discrimination continues to be the nation’s most important single
school problem. We are convinced that racial integration in the schools
can improve the general quality of education. The mixing of disadvantaged
with advantaged students, where the former do not exceed about 50%, appears
to help the learning of the disadvantaged without negative effects upon the
disadvantaged.
In short, what is happening is that well-meaning committees choose to
believe things will get better in the face of evidence to the contrary which they
themselves cite and which the author has just reviewed. The difficulty of the
problem becomes all the more evident when we discover that the black community
itself exhibits contrary views on the matter,.
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Hamilton suggests a model school system which he believes would take
into account the four recommendations of the National Afro-American Education
Association and hopefully begin to solve the social, economic, and educational
problems of the ghetto. He calls for a "comprehensive famtiy-community-
school plan" which would involve all members of the black community in the
education process. The schools would become a union of parents, teachers,
and students, which would be of benefit to all community members. He
describes the union as follows:
The school would belong to the community. It would be a union of children,
parents, teachers, social workers, psychologists, doctors, lawyers, and
community planners. Parent and community participation and control
would be crucial in the hiring and firing of personnel, the selection of
instructional materials, and the determination of curriculum content.
Absolutely everything must be done to make the system a function ing,
relevant part of the lives of the local people. Given the present situation
of existing and growing alienation, such involvement is essential. If it
can bedemonstrated that such a comprehensive educational institution can
gain the basic trust and participation of the black community, it should
become the center of additional vital community functions. Welfare, credit
unions, health services, law enforcement, and recreational programs—all
working under the control of the community—could be built around it. . .
it provides the black people with a meaningful chance for participation in the
very important day-to-day practices affecting their lives; it gives them
educational and vocational tools for the future. All these things reflect the
yearnings and aspirations of masses of black people today.
It is fairly obvious that Hamilton is not all that optimistic about
desegregation of the schools. He feels that blacks need to gain a sense of their
own abilities and of their own worth before they are ready to fully interact with
the white community. This view is by no means unanimous among educational
10*3
Hamilton, "Race and Education: A Search for Legitimacj^", p. 683.
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reformers. Kenneth Clark is one who believes that some form of desegregation
is necessary, and that desires for separatist schooling cannot be tolerated
whether they be from the black or white community:
Within the past two years another formidable and insidious barrier in the
way of the movement toward effective, desegregated public schools has
emerged in the form of the Black Power Movement and its demand for
1 acial separatism. Of the more vocal of the Black Power advocates who
have addressed themselves to the problem of education, many have explicitly
and implicitly argued for Negro’s control of "Negro’s school. " These demands
are clearly a rejection of the goals of integrated education in a return to the
pursuit of the myth of an efficient "separate but equal"—or the pathetic wish
for a separate and superior—racially-organized system of education.
. .
in spite of these explanations, the demands for a segregated school can no
more be acceptable coming from Negroes than they are coming from white
segregationists. There is no reason to believe and certainly there is no
evidence to support the contention that all-Negro schools, controlled by
Negroes, will be any more efficient in preparing American children to
contribute constructively to the realities of the present and future world. 104
Clark argues that there can be no realistic hope of improving the
education of blacks and other ninorities without a corresponding move towards
de segre gation
:
The goal of high quality education for Negro and lower status children and
the goal of public school desegregation are inextricable; the attainment
of the one wall lead to the attainment of the other. It is not likely that there
could be effective desegregation of the schools without a marked increase
in the academic achievement and personal and social effectiveness of Negro
and white children. Neither is it possible to have a marked increase in the
educational efficiency of Negro schools and the resulting dramatic increase
in the academic performance of the Negro children without directly and1 ^ 1 A f
indirectly facilitating the process of public school desegregation. °
Clark is in favor of some form of desegregation; Hamilton appears to
believe otherwise. Clearly, neither of these reforms is the final answer; in
104Kenneth Clark, "Alternative Public School Systems, ” Harvard
Educational Review, (Winter, 1968), p. 103.
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particular, for the author, Hamilton's proposal does go in the right direction,
by visualizing the school as a community; however the element of actually living
together is missing, and this, in the author's view, is what is crucial. It is
necessary, at this point, to consider the points being made by other contemporary
critics of education.
The Radical Critics
The case has been made that American education has developed hand in
hand with the American economy, and as a result has become class-biased,
racist and unequal. In the views of niich, Freire and Holt, school is a prison-
like environment, an initiation ritual to a society oriented toward the progressive
consumption of increasingly less tangible and more expensive services, a society
that relies on world-wide standards, large-scale and long-term planning, constant
obsolescence through a system of never-ending improvements. Schools should
not be reformed, but abolished.
According to Illich, school reform is not the answer because it does not
address the problem of the ’’hidden curriculum". Others have used this phrase
("hidden curriculum") to refer to the environmental curriculum of the ghetto
street or the suburban lawn, which the teacher's curriculum either reinforces
or vainly attempts to replace. Illich uses the term "hidden curriculum" to refer
to the structure of schooling in the same way that McLuhan refers to the medium
as being the "message."
The traditional "hidden curriculum" of a school requires that people of
a particular age gather in groups of about thirty under the direction of a
105
professional teacher for from five hundred to a thousand hours a year. It does
not appear to matter if little or nothing is learned, as long as the attendance
requirement is met. The ,fhidden curriculum” of school requires—whether by
law or by fact—that a student accumulate a minimum quantum of school years
in order to obtain his civil rights:
Many students, especially those who are poor, intuitively know what the
t-chools do for them. They school them to confuse process with substance
* • •
rFhe pupil is thereby "schooled” to confuse teaching with learning,
grade advancement with education, a diploma with competence, and fluency
with the ability to say something new. His imagination is "schooled” to
accept service in place of value. Medical treatment is mistaken for health
care, social work for the improvement of community life, police protection
for safety, military poise for national security, the rat race for productive
work. 106
The hidden curriculum is also a universal which defies exception:
The hidden curriculum of school has been legislated in all the United
Nations from Afganistan to Zambia. It is common to the United States and
the Soviet Union, to rich nations and poor, to electoral and dictatorial
regimes. Whatever the ideologies and techniques explicitly transmitted
in their school systems, all these nations assume that political and
economic development depend on further investment in schooling.
The typical American public school system is just filled to Hie brim with
hidden agenda called curriculum. Neil Postman and Charles Weingartner in
their book Teaching as a Subversive Activity
,
list some of the ideas contained in
the "hidden curriculum":
Passive acceptance is a more desirable response to ideas than active
criticism.
Discovering knowledge is beyond the power of students and is, in any case,
none of their business.
Recall is the highest form of intellectual achievement, and the collection of
unrelated "facts" is the goal of education.
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The voice of authority is to be trusted aud valued more than independentjudgment. 1
One's own ideas and those of one's classmates are inconsequential.
Feelings are irrelevant in education,,
There is always a single, unambiguous Right Answer to a question.
English is not History, and History is not Science and Science is not Art
and Art is not Music, and Art and Music are minor subjects and English,
History and Science major subjects, and a subject is something you "take"
and, when you have taken it, you have "had" it, and if you have "had" it,
you are immune and need not take it again.
The Vaccination Theory of Education.
Paulo Freire, the author of Pedagogy of the Oppressed
,
joins with Ivan
Dlich in calling for a global village supported by a higher consciousness. In
the course of Fireire's work and travels in the Third World, and of his studies
in the philosophy of education, he evolved a theory for the education of
illiterates, especially adults, based on the conviction that:
. . • every human being, no matter how ignorant or submerged in the
culture of silence, is capable of looking critically at his world in a
dialogical encounter with others, and that provided with the proper tools
for such an encounter, he can gradually perceive his personal and social
reality and deal critically with it. 109
When the illiterate peasant participates in this sort of educational experience,
he comes to a new awareness of self, a new sense of dignity; he is stirred by
new hope:
I now realize I am a man, an educated man. We were blind, now our eyes
have been opened. Before this, words meant nothing to me; now they speak
to me and I can make them speak. I work and working I transform the
world. HO
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As the illiterate learns and is able to make such statements, his world
becomes radically transformed because he is no longer willing to be a mere
object responding to change occurring around him. He is more likely to decide
to take upon himself, with his fellow people, the struggle to change the structures
of society that until now have served to oppress them:
The world is no longer something to be described.
. . it becomes the object
of that transforming action by men which results in their humanizations. 111
Public schools have lost their unquestioned claim to educational legitimacy.
Most critics still demand radical reform, but a quickly expanding minority will
not stand for anything short of the abolition of compulsory attendance and the
disqualification of academic certificates. Controversy between partisans of
renewal and partisans of disestablishment will soon come to a head.
John Holt has taken the step implied in the work of Illich: he proclaims
equal rights for all human beings, including children of all ages. He suggests,
furthermore, that schools (or rather those which are compulsory, i.e., Schools)
no matter how thoroughly reformed, are inherently coercive, because they are
compulsory, and therefore bad. He suggests many ways in which people
—
including children of all ages—could learn without Schools (but with schools,
such as Berlitz, where people go freely to learn specific things). These two
theories rest on two quite simple—and similar—but difficult to refute, premises.
The first is that life is a continuum:
111
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The second premise is that learning and doing are the same:
(A) common and mistaken idea hidden in the word "learning" is that learningmid doing are different kinds of acts. Thus, not many years ago I began to
p ay the cello. I love the instrument, spend many hours a day playing it
work hard at it and mean someday to play it well. Most people wonufsay
what I am doing is ’’learning to play the cello. ” Our language gives us no
o er words to say it. But these words carry into our minds the strange
i< ea that there exist two very different processes: 1) learning to play the
cello; and 2) playing the cello. They imply that I will do the first until Ihave completed it, at which point I will stop the first process and begin the
second; in short, that I will go on 'learning to play” until I have "learned
to play", and that then I will begin "to play". 3-!3
Holt's conclusions, based on these facts, are that we should help as many
children as possible to escape the tyranny of Schools in every way possible,
including not sending them. He is convinced, on the basis of some rather
impressive evidence, that children can learn as much if not more of the things
they really need to know without serving time in Schools. His hope is that if
enough people do this, the authorities wall leave the loopholes alone instead of
closing them, which is what the education establishment wrill try to obtain.
‘"John Holt, Escape from Childhood, (New York, Ballantine Books,
1974), p. 7.
113
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In Escape from Childhood
,
published in 1973, Holt explains the principles
which underlie Instead of Education, 114 namely, ftat childhood, a relatively
modem invention, is largely an aberration, and that if free to do all the things
adults do, children will do them as well as most grownups.
One of the rights Holt wants for children is the right to control their own
learning, "to decide what goes into (their) minds. " Holt has travelled a long
road since How Children Fail
,
1 15 the book that first brought Mm to the attention
of the public interested in educational reform. It has led him through the free
schools position to one closer to that of Illich, i.e.
,
the replacing of schools by
communities, learning exchanges and Schools. Holt’s progression from an
advocate of open classrooms to an apostle of children's liberation was brought
about by a recognition of the fundamental coercion inherent in compulsory
education. No matter how "free" the school, you still "have to" go there.
Holt’s position on experiential vs. rote and drill learning is that both can help
people learn if chosen freely
. Advocates of free schools, however, continue
to argue the merits of their respective positions and both will probably dis-
associate themselves from Holt’s theories, due to the basic resentment ("Why
should they—the children in question—have it so easy when I. . . ?") and fear
which Holt discerns to be at the base of our attitude toward cMldren. A look
at the free school movement gives strong support to Holt's position: its
controversies and contraditions point to the overriding contradiction between
coercion and freedom.
^^John Holt, Instead of Education, (New York, E. P. Dutton & Co., 1976).
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The Free School Movement
First, to define what is meant by "free school." Basically, this type
of school is one which deviates in a unique way from those in the public sector.
It is usually founded by a special interest group which feels there is an authentic
need for an alternative to the type of education offered in the public system. An
excellent summary is offered by Allen Graubard in an article entitled, "The
Free School Movement," which first appeared in the Harvard Educational Review
in August, 1972. A central philosophical theme of these schools is that children
are naturally curious and are self-motivated to learn and that the most important
role of teachers and of the school is to provide them with a naturally rich and
wholesome environment in which to do this. The traditional regimentation and
discipline of the public schools only serves to inhibit the natural, positive
inclinations of the students.
Graubard tells us that the free school movement is very diverse, and
that there are probably as many different types of free schools as there are
people who run them. But there are, he adds, two essential ideological sources
behind them, one political and one philosophical.
These sources are in real tension, sometimes even contradiction. B}^ the
political source, I mean the spirit behind the first "freedom schools"
—
in Mississippi in 19G4—when groups of people sought control of the oppressive
education processes to which they and their children were being subjected.
This spirit is seen from the movement for community control. . . to the
pedagogical idea of allowing a child the freedom to unfold his or her
individuality.
. .
not given so dominant a position as in most middle class
free schools. So, in many of the black community schools, there is a good
deal of structure and organization, including, sometimes, required classes,
Ill
well organized compulsory activities run by the teacher, intensive drilling
and basic skills—items which contradict in varying degrees the more
strictly pedagogical context of freedom. 116
The ideological differences cannot be taken lightly. The political free
schools of the type described by Jonathan Kozol in his book entitled Free
^g.hools ? are disciplined, with a heavy emphasis on practical skills and
abilities. The goal of these schools is to produce well educated, competent
people who, in public schools would not have learned the skills essential for
upward mobility. The second type of free school ideology is more often found
in white, middle-class schools which are not as practically or politically
oriented. Instead, these schools are concerned with innovative and progressive
teaching methods, expansion of human cionsciousness, etc. They are not
interested in combating social problems per se. As might be expected, there
is considerable disagreement between the groups holding different free school
ideologies.
Free schools have rapidly grown in number since the early 1960 T s. The
initial model for the more progressive school experiments was A. S. Neill’s
Summerhill . A number of different types of free schools developed later as
part of the great surge of social consciousness in the middle 1960’s. As
Graubard points out, a good number of these schools failed after the first two
or three years of operation. The same holds true for many free schools being
founded today. The prime reason for failure is that the schools are often
116
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started by small private concerns with insufficient funds. In fact, the monies
for such schools are frequently raised by bake sales, donations, or when
possible, tuition. Graubard comments on these problems:
Given the difficulties of starting schools, this dramatic rise in the number
of parents, students, and teachers who are willing to make the enormous
commitment needed to start their own schools is significant far beyond the
actual numbers. It is obvious that if there were a free choice tuition voucher
plan or the widespread possibility of alternatives inside the poblic school
system, the number of new free schools and participants would be much
greater than at present.
The staff of the free schools is usually of a very different nature from
the staff of public schools. Primarily, the teachers are volunteers, or work
for a wage much lower than that in neighboring public institutions. Frequently,
willing parents are called upon to aid in the maintenance of the schools. Usually,
the faculty is much younger than in the public schools for two reasons: first,
because the young are often more enthusiastic about such optimistic projects,
and two, because they often have fewer financial responsibilities and can get by
on less money. Black teachers are usually concentrated in the black community
schools in the larger cities, since this is where their services are most urgently
needed. The schools are generally small, w7ith enrollments frequently as low
as 30 or 40. The size is limited carefully because of the high priority placed
upon personal, supportive, caring and individual contact and intervention.
Graubard divides free schools into four categories. The first is the
Summerhillian community type of school, a self-sufficient therapeutic center
m
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for fairly well off Americans. Graubard describes them as;
Exclusively white and middle class in their constituency, and, in boarding
schools, they are naturally quite expensive. They emphasize the emotional
and expressive aspects of the personality rather than the formal academic
curriculum or job preparation. Development replaces achievement as theprimary purpose. Collective decision-making often plays a safer role in
school activities.
The second type of free school is referred to as the "parent-teacher
cooperative schools". These schools are usually founded and run by young,
white, middle-class parents who have become frustrated with the policies of the
public schools. The parents are usually influenced by innovative ideas in
education, and they take it upon themselves to organize a group of people
willing to bear the responsibility of starting an alternative school. Tuition
might be charged on a sliding scale; however, these schools are not primarily
concerned with minority problems, but with providing the children of the
involved parents with a quality and relevant education.
The third type is the "free high school. " There are many variations
on this theme, as the schools vary greatly in structure and content. Some are
no more than Summerhillian high schools, which are often, with the help of
interested faculty members, student inspired. Graubard describes this type
as "oriented toward the white, middle class and hip youth counterculture."
The schools will often use one essential issue as their reason for being. For
example, a school might be founded on the idea of women's liberation, war
resistance, or the legal rights and difficulties of youth. However, this type
118
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of school is not politically oriented in the sense of being concerned with offering
a more relevant alternative education to minority group students.
The fourth type, which shall be discussed in some detail, is the community
elementary school. This type of school is politically oriented. It is seen as a
means to bring back to the community the control of the schools in which its
children are educated. Graubard describes the motives of the people in these
schools:
The community elementary schools.
. . tend to be much larger and more
highly organized than the average free school. More than the middle class
groups, the people who start community schools see the struggle for
community control of the public schools as a vital goal; for them, politics
of control are more important than the pedagogical emphasis of middle
class reform groups. These community schools put great stress on skills
and on cultural consciousness and pride. Low income parents, weary of
romantic ’’freedom and spontaneity” rhetoric, often seem to support the
more traditional classroom approaches, including strict discipline. Never-
theless, there is still a good deal of pedagogical innovation and libertarian
atmosphere in these community schools. The implication here is that the
parents and community people feel they are in control; they are more open
to "experimentation” than when it—like all the other school stuff they know
—
is imposed by the system which has been failing their children for years. 119
This fourth type of school differs greatly from the first three types which
have an essentially pedagogical motivation. The community in control of this
type has a specific political aim: to wrest control of the institutions influencing
their lives away from public bureaucracy. The control of the schools is a major
victory in the struggle for equal opportunity; it is seen as a means to give their
children a utilitarian and competitive education which will enable them to succeed
in the white, middle-class world. Of course, these schools are small in number
and are only able to attach a small flank of the bureaucratic front. Yet, it is a
start.
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Clearly, minority groups that see themselves struggling to end racial and
economic oppression will insist on fighting a school that they see as part of
the process of oppression. They see themselves engaged in political struggle
and they want the community schools they run to prepare their young people
or participation in this struggle. From this perspective the pedagogical free
school ideas of not structuring, pressuring, or inculcating social and political
beliefs will seem neither relevant nor serious.
. . The political strand in
the education reform movement insists on the essentially political nature of
the education system. In particular, it stresses the way the groups in
control of major institutions of society use the school system and other
institutions to help maintain the status quo.
Graubard goes on to explain the primary differences between middle-class free
schools and urban community-controlled free schools:
From this point of view, the very concept of educational reform presents
ambiguities. Blacks and other minority communities either start their own
community schools outside the school system or try to exert enough political
power to get control of the public schools in their communities. They want
to make schools major instruments in the struggle for freedom and equality
... the value of liberal education, a chance for getting jobs which are
intrinsically satisfying and financially rewarding, a sense of growing up in
a stable, sustaining social community—these conditions are not readily
available to poor and minority youth.
The ultimate aim of such community-controlled schools is change in all the
institutions that touch the lives of Americans. This is a thoroughly political
goal.
. . .
from the political perspective, although these community free schools
can often do good things for some young people who were "failed” and
unhappy in the public schools, they have only been able to work with a very
small number—and they have not been able to "save" all of these. . . So,
from this perspective, truly liberating educational reform that works for
all children can only come with major social, political, economic and
cultural transformations that eliminate not only bad educational conditions,109
but also the roots of those conditions in other institutions.
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One of the most famous cases for alternative schooling is made by
Jonathan Kozol in his book, Free.Schools. Kozol is very explicit: the type of
free school he advocates is the type Graubard referred to as politically oriented,
ready to confront the problems of the inner city. Kozol condemns other types
of free schools as escapist and voguish:
^ ^ belief that 3X1 isol ated upper class or rural free school for the
children of the white and rich within a land, like the United States, and in atime of torment, such as 1972, is a great deal too much like a sandbox for
the children of the SS guards at Auswitz.
Kozol is very clear in setting the standard by winch he defines a free
school. The schools must be:
(1) Outside the public education apparatus.
(2) Outside the white man's counterculture.
(3) Inside the cities.
(4) In direct contact with the needs and urgencies of those among the poor,
the black, the dispossessed, who have been the most clearly victimized
by public education.
(5) As small, "decentralized” and "localized” as we can manage.
(6) As little publicized as possible. ^4
The shift away from the public apparatus naturally entails a shift away
from the public power structure. Whatever type of structure is chosen to manage
the free schools, Kozol argues that it must work efficiently. There is neither
time nor money to waste. There are in Kozol' s thinking two ways to accomplish
this task. The first is a complete democracy; the second is a small and straight-
f orward oligarchy, not unlike a benevolent dictatorship. Both forms could be
encompassed in a trustee board, either so large as to include the interests of
everyone involved with the school, or so small so as to be composed of trusting
Jonathan Kozol, Free Schools, (Boston, Houghton Mifflin Co., 1972),
p. 11.
*^IbicL, p. 16.
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friends acting as a benign monarch. He argues that anything in between usually
does not work well at all.
Kozol is also very clear about what he believes the curriculum should
include. He is not interested in sensitivity training or pedagogical experimenta-
tion as much as he is in teaching the children the hard skills they will need if
they are to earn a respectable place in society. This is not to say that experi-
mental and nonoppressive methods of teaching should be cast aside, but that for
many children a carefully regulated and administered sequential methodology
is essential to their appropriation of basic skills. Kozol explains this as follows:
For an awful lot of children, for as many as one quarter or one half of the
children in a free school situation, it is both possible and necessary to go
about the teaching of reading in a highly conscious, purposeful and sequential
manner. This is the kind of square and "rigorous" statement that you do not
often hear within the free school. It is, however, a sort of thing that needs
very much to be emphasized right now, because there has been too much
uncritical adherence in this movement to the uncanny notion that you can’t
teach anything. It is just not true that the best teacher is the grownup who
most successfully pretends that he knows nothing. It is not true, either,
that the best answer to the blustering windbag teacher of the old time public
school is the free school teacher who attempts to turn himself into a human
version of an inductive fan.
It is in this context, then, that sane and sober parents of poor children in
such cities as my own draw back in hesitation, fear, or anger, at the often
condescending if, in the long run, idealistic statements and intentions of those
who attempt to tell them to forget about English syntax and the preparation
for the mathematics college boards, but send away for bean seeds and for
organic food supplies and get into "group talk" and "encounter. " It seemed
to me that the parents are less backward and more realistic than some of
their white co-workers are prepared to recognize. It seems to me that a
tough, aggressive, skeptical and inventive "skill” by beating out a tough and
racist and immensely difficult examination for civil service, for city college
or for Harvard Law School, means a good deal more of deep down icvolution
than the hand bills and the science and the gerbil cages that have come, in
just five years, to constitute an innovative orthodoxy of a skill no less
totalitarian than the old Scott Foresman reader. To plant a bean seed in
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a cut down milk container and call this "revolution" is to degrade and under-mme the value of one of the sacred words. To show a poor black kid ini^ast bt. Louis.
. . how to make his way around the white man's college
entrance score—while never believing that those scores are more than
evil digits written on the sky-to do this, in my scale of values, is the
starting point of an authentic revolution. 125
Blacks desire this type of education, says Kozol, for it will prepare
them for a life in the advanced technological future. Blacks in the roles of
teachers and administrators will represent authority figures to whom students
can turn for guidance and emulation.
Here we have the free school problem: Kozol on one hand saying the
underprivileged children must be taught skills as efficiently as possible so that
they may climb the socio-economic ladder and taking exception to the white,
middle-class parents and teachers involved in gerbils and bean seeds. (Kozol is
saying that poor parents should have the right to control their schools so that
their children can be coerced into learning necessary skills.
.
.) Meanwhile,
on the other hand middle-class white parents are saying that children should be
allowed to learn in their own way free from imposed methods and curricula.
Their respective critics point out that very little learning takes place in the
latter schools. While compulsory attendance still alienates children from
society, Kozol’s children are inevitably assimilating the "hidden curriculum"
inherent in any compulsory system of education, and bound to grow up to fit the
very system that oppressed them. In Ulich's words:
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The hidden curriculum teaches all children that economically valuable
knowledge is the result of professional teaching and that social entitlements
depend on the rank achieved in a bureaucratic process. The hidden
curriculum transforms the explicit curriculum into a commodity and makes
its acquisition the securest form of wealth.
In Holt's view, indivi duals of any age are entitled to the right to learn,
Hie confidence that they can leam and to help in doing so if and when they wish
it. However, he adds, only a society that has reached a given level of political
and economic stability will be able to handle such freedom for its citizens.
hi summary, the writer posits that learning-living communities,
considered broadly as educational vehicles, would help spread the consciousness
necessary for Holt's dream to come true. We must have some way of widening
the influence of the counterculture within the convential culture, or, in political
terms, the establislament. Kozol's free schools will result in converting
countercultural (in this case minority) children into establishment professionals,
instead of filling professional ranks with countercultural members.
As stated in Chapter I, countercultures constitute indispensible sources
of renewal for mainstream culture. One of the ways in which it is accomplished
is through the influence of counterculturally oriented professionals within the
ranks of mainstream professions. Because of the vigor of "media" (and their
message), countercultural youth tends to become co-opted into mainstream
adulthood—see professionalism. In order for the fundamentally different
message of the counterculture to be accepted by society at large, thus modifying
12G
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somewhat conventional cultural norms and forms, such as racism and class and
religious bias, the youthful adherents of the counterculture must retain their
countercultural affiliation into adulthood, an option which will become more
feasible if the learning environment of youth is itself countercultural to the
same degree that today his out-of-school life is countercultural.
It has been shown how the public school bureaucracy developed, and how
it has had a detrimental effect on the educational opportunity of the poor. It
has also been shown how the poor education of minorities is only one element
in the cycle of poverty, unemployment and bad environment which tends to keep
the poor poor, and the rich rich. It is the author’s conclusion that the public
schools will not be able to change in and of themselves; they will continue to be
a manifestation of majority bias and prejudice. It will be the alternative
schools, founded and managed by private interest groups on a community level,
that will be sensitive enough to community needs to begin to solve these problems.
In the following chapter, a rationale and a model for a community learning
environment will be presented.
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CHAPTER IV
MODEL FOR LEARNING LIVING COMMUNITIES
Thought has meaning only when generated by
action upon the world.
Ivan niich
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CHAPTER IV
MODEL FOR LEARNING-LIVING COMMUNITIES
In the preceding chapter the negative effects of class, race and
religious bias in public education were detailed., It was shown how these in-
giained factors stifle social mobility for the underprivileged. In reviewing
various proposals for change, it was found that the inherent contradiction of
the free school movement, freedom vs. coercion, limit its effectives in
combatting contemporary social ills. The black community was seen to be
divided between partisans of integration and those favoring locally controlled—
and thus by implication, segregated—schools. Yet the school as a center of
neighborhood activity, as suggested by Charles Hamilton, could, in a broader
context, avoid the stigma of segregation, as will be demonstrated in this
chapter.
Introduction
Since the early nineteen sixties, there has been a revival in the western
world, of intentional communities. Most have been short lived, for a variety
of reasons, not the least of which appears to have been a lack of structure.
Yet groups continue to form, pledging themselves to a life in common, more
often than not in a rustic setting, and in a style which negates high energy,
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mechanized consumerism. Most of the multi-age groups see the education of
their young as one of the reasons for the community. But this simultaneous
concern for education and for a restructuring of the family rarely, if at all,
takes the form of a community founded on the principle of education for all
within a restructured family of all ages. It is a model for this type of
community which will be presented here.
The fact that people continue to found communities is significant. It
tells us, if nothing else, that though communities seem destined to be
ephemeral, traditional life styles are now so unsatisfactory that large numbers
of people in various situations feel instability is worth risking. Does this
perhaps indicate a need for rethinking the nature of families? The author
thinks it does.
For formation of communities is in fact an effort to create, ex novo, a
new type of family, one in which the members, rather than being related by
blood, are joined by common convictions and values. However, ours is an
age of almost unlimited freedom and considerable mobility. The new family
tends to have a frequent turnover of members: neither the larger society nor
the new group places constraints on the individual to "hack it out", to work
through difficulties. We have at our disposal a variety of human sciences:
values clarification, personal growth, human development, etc. , which many
communities are using to improve relationships and thus help themselves stay
together; but by themselves these do not seem to have a decisive effect.
124
Perhaps the new tools could better serve to recreate, in part at least, the
extended family of yore, enriching it with non-biological members. (This
family would not necessarily be the "original" family of the nucleus couple,
but might be the outcome of second or third marriages, or a combination
thereof.) Perhaps a certain amount of biological givens, together with a
modified structure of interaction and our new knowledge about human relations,
will enable us to evolve more stable communities and families. Many young
parents lament the physical distance which separates them from their own
parents. One often hears of people requesting work transfers in order to be
closer to family. This may be a trend worth noting. The author believes a
related issue, the generation gap, is not inevitable, but can be considerably
narrowed by having parents and children share in the same educational and
living experiences. It is not the scope of this dissertation to address these
issues in depth, but ratlier to suggest areas for future research in the hope
of creating the type of community which our educational and social crises
call for. The author calls these communities of learning-living.
Communities of learning-living would differ fundamentally from the
communes of the 60's and early 70's in the above described orientation and
in several other says: 1) far from wishing to isolate themselves from the
establishment, they would seek government funds as their rightful due, in
the form of educational vouchers; 2) their basic raison d'etre would be to
protest for something rather than against something. They would not exist
to
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destroy, but rather to build; 3) their accent on countercultural values would
not signify identification with certain outer appearances, such as long hair
and dirty jeans, but with inner values.
Two types of communities will be mentioned here: one is in the inner
city, and can either be racially and ethnically homogeneous as a result of being
comprised of people living in the same building, the same street, the same
neighborhood; or it can be mixed by a deliberate decision on the part of the
white majority to move back into the cities to participate in their renewal.
The other type of community would be as heterogeneous as possible, with
regard to age, ethnic, racial and religious origins, and might ideally be
situated in a rural environment. Cooperation between these two types of
communities would foster the kind of balanced participation in society that
many communitarians have sought, in which city and country, physical and
intellectual work would be shared by all.
Neither of these would be communities with their back to the world, in
which people have gathered the better to cop out of the larger society, but
rather communities in which the members are eager to dive into the questions
of life, to reach out, to participate in creating a better world for all.
But why immunity? What are the factors which make community
the vehicle the author proposes for educational change?
12G
Reasons for Choosing Community
The crisis we are facing in education cannot be separated from the urb:in
crisis, the youth crisis, the family crisis, or any of the other crises our
society is presently facing. The things that are wrong with the nuclear family
are to a large extent caused by the same factors which are responsible for
the educational crisis and the educational system resulting from that crisis.
As an illustration of this view, Arthur Pearl says in The Atrocity of Education:
... education must take the responsibility for the "racists" among us.
It cannot be denied that the powerful leaders of industry, government,
commerce and communication received their education in this country,
as did the persons who accept them as leaders. 127
The causes of our twentieth century overall state of crisis can be
attributed to the economic system as Bowles and Gintis do in Schooling in
Capitalist America
;
yet even these two Marxists are forced to admit that
socialism is not a panacea— at least not in the form in which it is known to have
existed heretofore anywhere on earth. The same problems are foimd East and
West, North and South, everywhere where a certain level of economic develop-
ment is taking place. (As Illich says, underdeveloped countries are convinced
of the need for universal compulsory education, which they see as the only way
to get where they want to go.
)
The writer agrees with Bowles and Gintis when they state that any change
must be in the direction of a highly participatory democracy; the writer also
127
Arthur Pearl, The Atrocity of Education, (St. Louis, Missouri,
New Critics Press, 1972), p. 16.
127
agrees with the notion that certain areas of production, such as electric
power, railroads, steelworks, etc., should be in public ownership, while
smaller units of production could be controlled by their own workers, as Sweden
and West Germany have begun to do. But these are strictly economic questions;
there is more to socialism than economics, or what Marxists call the structure
of a society. The author believes we must give equal if not greater weight to
social structures—what the Marxists refer to as the superstructure of a
society—leaving the debate over structure vs. superstructure to those immersed
in the fine points of iedological theory, and hoping that we can make some social
changes without having to wait for the above mentioned changes in our economic
system.
The author does not believe that increased democracy or worker control
is going to change the nature of nuclear families, or dissipate the crisis of
youth, or eliminate the generation gap. To effect change in these areas, we
must, not surprisingly, educate people for these changes. (If we want to bring
about change in an authoritarian fashion, we must educate our fellow citizens to
think that authoritarianism is good for them; if we hope they will be the agents
of change, we have, in some way, to prepare them to assume this role through
our system of education.)
Such preparation entails first of all a clarification of the kind of world
people want to live in. Unfortunately, since education became an institution,
mediating the purveying of knowledge from one generation to another, it has
never been proceeded by clarification of this type. When families were educating
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their young, they knew what the children needed to know in order to carry on
the roles of their parents, and taught it to them. Since institutions are abstract
entities they do not "know" anything, certainly not what kind of world the parents
whose children they are to educate want to live in, or what kind of world their
children want to live in. Power over individual lives by ignorant bureaucracies
may be the first breakdown in our civilization. Yet the crack through which
all the other ills find their way into the system is so small that we do not see
it. Reformers now and then call for reassessments, but who can carry them
through in such a way that they are implemented in the schools ? Only the
’’experts” have the direct line here, and we have come full circle.
In calling for the creation of learning-living communities, the writer is
calling for a reassessment by those directly involved in receiving education; for
a return to non-mediated education; for continuity between humanity's vision of
the world and the acquisition of the tools it requires for making that vision a
reality.
First, however, several requirements must be met: 1) we need to be
able to rely for our emotional support on more than one or two persons, such
as wife and child, or, in the case of children, mother and father; 2) we need
to stop making our children the recipients of an inordinate amount of emotional
energy; these criteria can be met by enlarging the ’’family" unit, the unit of
people who share the same living space and the day to day involvement with
the details and necessities of life; 3) we must step back from enforced,
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prolonged childhood, allowing our young to assume greater responsibilities
(oi which they are eminently capable); 4) we must allow our young to prepare
for these responsibilities by not standing in the way of their natural develop-
ment; 5) we must be willing to see the young once again as "little adults", or
perhaps it would be better to say "becoming adults", wiping away the artificial
demarcations we have constructed, ir. our overcivilized eagerness, which we
mistake for wisdom, on the curve of life; 6) we must evolve a lifestyle which
enables people of all ages to be at once learners and teachers. To quote
Freire
’
m Pedagogy of the Oppressed : "(We must) resolve the teacher-student
contradiction; exchange the role of depositor, prescriber, domesticator, for
the role of student among students.
. . All are teachers, all are students;" 128
7) we must reconquer our own right to a continuing education, since our vision
of the world we want to live in will change with time; 8) we must cease to
regard education as something adults do to children and that children must
accept (for in this process, not only do we destroy children’s innate love of
learning, we create a false dichotomy between "work" and "play"); and 9) we
must cease to regard education as something that one race or class does to
another race or class.
Almost none of these requirements are met within our present social
framework: nuclear family, father rushing off to work, mother perhaps
following, children at school six hours a day, for twelve uninterrupted years;
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very young, young, middle aged and old all segregated by age and permissible
occupation. The changes seen by the writer as necessary presuppose a very
different social arrangement. One that begins, perhaps, with larger families,
common, on-going, open-ended learning for all, learning as part of doing,
doing as part of working in the real world, and responsibility growing on each
individual as he/she is ready for it. (It has become fashionable to support
individualized instruction, why not individualized citizenship.
. . ?)
In a recent Sunday Times article, Neil Postman has a vision which the
author hopes will soon become reality: he proposes to loose New York’s children
and youth on New York's problems, to let them go to work making their city
work again, as part of their education:
Students should not play life, or study it merely, while the community
supports them at this expensive game, but earnestly live it from beginning
to end. How could youths better learn to live than by at once trying the
experiment of living?
. . . the students in the public schools (had) heretofore been part of the
general problem whereas, with some slight imagination and a change of
perspective, they might easily become part of the general solution.
. .
from junior high school on up to senior high school there (are) approximately
400,000 able-bodied, energetic young men and women who could be used
as a resource to make the city livable again.
On Monday morning of every week, 400, 000 children (would) help clean up
their own neighborhood.
. .
sweep the street, can the garbage, remove the
litter from empty lots and hose the dust and graffiti from the pavements
and walls. . . tend the grass and shrubs, paint subway stations and other
eyesores and even repair broken-down public buildings, starting with their
own schools.
. .
. . . they (would) direct traffic, deliver mail, establish and maintain day
care centers, teach elementary school students to read, publish a news-
paper, organize science fairs, block parties and rock festivals, form an
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All this may sound totally unrealistic. Yet none other than the
prestigious Report of the Panel on Youth of the President’s Science Advisory
Committee, known as the Coleman Report, makes similar recommendations.
According to a Time magazine article quoted by John Holt in Escape
from Childhood, Coleman recommended more work and less school for young
Americans aged 14 to 24.
As the labor of children has become unnecessary to society, school has
been extended for them. With every decade, the length of schooling has
increased, until a thoughtful person must ask whether society can conceive
of no other way for youth to come into adulthood. 130
(We all fear that turned loose in the adult world too soon, our adolescents
will come to harm. In Escape from Childhood
,
John Holt points out that we
worry too much about our children for their own good. By keeping an ever
sharp eye on toddlers, we dampen their curiosity; by forbidding older children
to do adult tilings, we kill their initiative., Children, says Holt, were in other
times more often allowed to prove their worth, and they did what to us would
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be astonishing things:
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J. H. vaii den Berg tells of the sixteen year old who, in time of war, was
sent somewhere in Holland to take charge of a garrison. I recall reading
when 1 studied Naval history in the NROTC that during our Revolutionary
ar fourteen year olds were often midshipmen—the lowest ranked naval
officer—and at least one sixteen year old was in command of his own ship,
a far more difficult and responsible task than most people ever do in a
lifetime. The anthropologist Edward Hall, now living in the Southwest,
and very much interested in history, told me of reading the records of a
large wagon train that a century or so ago had come from the middle of the
U. S. to Mexico under the command of a young man of fourteen. And Paul
Murray Kendall writes in Richard III (W. W. Norton C., 1955) that King
Edward scraped together every penny he could lay hands on, and he
dispatched commissions of array for twenty-two counties, the whole
southern half of England.
. 0 Customarily a half-dozen or more men were
appointed commissioners for each county.
. . in this case, however,
Richard, Duke of Gloucester, was made sole commissioner in his twelfth
year, had been entrusted by his royal brother with the surprisingly
responsible charge of levying troops from a quarter of the realm.^1
Schools, continues the Time article, are not designed to provide such
adult necessities as the ability to manage one's own affairs or to engage in
"intense, concentrated involvement in an activity." Nor are they the place for
learning how to take responsibility for and work with others.
Schools not only fail to develop these capabilities, but by monopolizing
young people’s time, they also prevent them from acquiring skills elsewhere.
. . . the best remedy is to limit schooling, and provide opportunities for
the 3'oung to alternate study with work. Participation in serious and
responsible work with people of different backgrounds and ages would
promote adult capabilities and counteract the isolation and passibility of
school.
The panel’s most provocative proposal is to get the youth out of schools
earlier and into other organizations. Hospitals, symphony orchestras,
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department stores and factories all are urged to experiment with such aplan, taking on youngsters from age 16, using them for whatever labor they
can perform, while teaching them further skills and overseeing their formal
schoolmg.
. . It might also move toward an even older pattern—apprentice-
ship.
Coleman himself goes beyond the panel’s proposal to urge the development
of working communities that encompass all ages. An organization of 1,000
persons 5 to 13 and oldsters over 65.
. ,
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The buds of such communities already exist here and there,, In Escape
from Childhood John Holt refers to:
LEAP (Lower East Side Action Project) which began as a community, a
home away from home for young people of the neighborhood, who only later
organized a school (among many other projects) because this is what they
wanted. Many of these communities might work better, might serve more
people for less money, if they could exist frankly as communities without
the burden of having to act like a school and to some degree carry out the
inhuman and improper functions of schools.
. . Some of these communities
would be better for young people of all ages. They might be still better if
they had some kind of central purpose of their own, a farm, crafts, a small
manufacturing business, music, theatre,—in short, if they were a collection
of people with a common concern.
Perhaps it is well to ask at this point what has happened to children who
have been raised communally. Is it harmful for children to be raised other
than in a nuclear family? What about the children who have grown up in
radical communes, in the kibbutz in Israel, or in the Bruderhof religious
communes in America?
Children in Communities
Created in 1920, the Bruderhof is a Christian community which bears
witness, through its daily life, to the truth of the Christian gospel. The loving
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care of the children and their nurture epitomizes the witnessing purpose of the
community.
When a baby is bom, the father and mother, released from their
normal communal jobs, spend six weeks living in a separate house alone with
their baby. (Some other family cares for any older children.) After six weeks,
the parents return to their jobs—the mother working from nine to five-thirty,
with an hour with the baby at noon.
In the nursery, babies are cared for by other women—usually older
teenagers. "Work time is for the married woman a chance to get away from
children, and for the unmarried woman a chance to be with children."134
Bruderhof families live together in the same quarters; they have
breakfast together and dinner one night a week. The rest of the meals are
communal, and most of the child’s life is organized day and night with specific
times to be spent together with his family each day and Sunday aftemoon 0 In
this rhythm between the family fathered and the family dispersed throughout
the community, the nuclear family bears far less socializing responsibility
than the entire group. The child remains exclusively in the community uni
high school, when he goes to public school—an experience which gives he 2 >r
him a taste of "outside" life, to aid in the decision which must eventually be
made between remaining in the Bruderhof for life or leaving.
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The pressure to conform in this setting is undeniable, though denied.
Eberhard Arnold, the founder of the community writes that the community will
allow the child to flower in whatever way her/his potential suggests. But this,
within certain very definitie parameters. An hour seldom passes when the child
is not instructed by example or admonition to conform.
The more structured the community, the more all-pervasive the pressure
to conform, and the less deviation that is probably allowed. In our society we
are all admonished to honor father and mother. If we fail to do so, neglecting
to contact parents for years, we probably will not be punished, but suffer at
most the occasional pressure of disapproval. But in an intentional community,
infraction of such a rule means ultimately dismissal from the community.
As a sympathetic commentator, Benjamin Zaboloski writes:
Whatever else he may possess, the Bruderhof member emphatically does
not have the freedom of indivudalism.
. . Community, which means bonds,
obligations, and mutual interdependence, is fundamentally incompatible
with individualism. 135
Together with John Dewey, the author disagrees with Zabloski's statement.
As Lawrence A. Cremin comments in Public Education: ” There must be ample
room in a democratic society for a healthy individualism and a healthy pluralism,
but that individualism and that pluralism must also partake of a continuing
X3 0
quest for community. ”
In a recently published book entitled Children of the Counterculture ,
John Rothchild and Susan Wolf recount their findings on children observed in a
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dozen communes across the United States. The journey was undertaken not
only by two reporters, but by two parents, with their 3 and 5 year old children
in tow. This dimension gives the book a weight in terms of personal experience
it would not otherwise have had. John and Susan knew there was something
wrong with the nuclear family and with the way they themselves related to their
children; they wanted to see what effect flower parents were having on their
children and what kinds of relationships they were having. The two journalists
were astonished to find out that commune children, by and large, were less
obnoxious, less bratty, less offensive, than the average suburban child,
including their own. Of their experience at a six-hundrd member community
in Tennessee known as the Farm, they write:
One thing everyone agrees about: the Farm knows how to raise children.
Not only its own two hundred children, but the Farm is famous for having
a powerful reforming effect on outsiders’ children. In several communes,
where were people who had visited the Farm with whiney, bitchy children
on their hands and then left two days later with quiet, polite children.
These miracles are so legendary that more than fifty people a day arrive
at the gates of the Farm, in the hills of western Tennessee, on some sort
of behavioral pilgrimage.
We wouldn't have paid so much attention to these stories if the same thing
hadn't happened to us, by pure accident. Being in Tennessee, the Farm
was one of the first scheduled stops on our trip; we stumbled onto itunaware
of its importance, like backing into the Taj Mahal. Chauncy and Bemsie
were whiney, bitchy children, to be sure; they were acting so bad that we
had to consider scrapping the trip. But we never once considered that
the Farm people or any other commune people, could possibly say or do
anything that would affect the way a sophisticated urban couple like us
handles children. So we didn’t even come for the cure, and yet, four
days later, we left just like the rest—marveling at our two well-behaved
companions, totally transformed in our theories of parenthood. . .
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The Farm's technique was simple enough:
As long as you're unsure of yourself with your children, they'll rip you oflou gotta get straight with them.
. . You shouldn't get angry. Anger is a'very heary thing for a kid to deal with.
. . If every time a Wd opened Lisicuth at a meeting, you just picked him up and walked him away from the
energy center, then he'd get to where he wouldn’t have to do that every time,He d just up so he could stay where the action is. But it requires you
getting up and walking out of earshot of the meeting.
. .
In other words, when a child was being obnoxious, seeking attention in
one way or another without valid reason, he was put out of the circle of people,
of whatever was going on. That's all, no anger, no telling. John continues:
There were two hundred Farm children, and they were hardly noticeable.
They came home from the Farm schools and hung out in their minibus and
would emerge for dinner in the classic "be seen and not heard" manner.
When it was time to take a shower (they decided that on their own) (they) got
a towel and some soap and walked two miles to the communal shower stalls
without asking anj^body. They had the same leeway to decide things as the
Ranch children, but without the same sloppy results. Farm children always
looked good—their clothes were old and patched, but in them they managed to
look respectable.
John touches here on an important point: most communities and happy
children, but also sloppy and undisciplined children. These however, were the
communes where there was no structure to the entire day. People simply got
through by doing the strict minimum of chores to keep the place going. There
was no work just a feeling of "being groovy", living out of time, out of society.
However, in the communes where the adults were interested in doing things,
there was organization; the children were just as free, just as responsible, but
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much nicer to be with. Our society has separated children from adults and from
work, and those who have rebelled against that society have often rebelled against
work too (throwing the baby out with the bathwater, so to speak). The answer to
that is obviously not that grownups shouldn’t work, but that all should work, and
all should be responsible. Andy Peyote, a twelve year old living in the community
of communes of the Colorado-New Mexico area epitomizes the new child John
and Susan saw emerging:
We met Andy Peyote hitchhiking into Taos, New Mexico. Just one teenager
with a backpack strung along the road.
. . "How old are you? we asked.
"TWELVE" the boy in the back seat said. ’’Then what are you doing here if
your father is up there ? (Andy Peyote let us know that he was the son of
Mickey Peyote, a legendary figure in the New Mexico and Colorado mountains
and the founder of two communes.) "I don’t live with my father all the time,"
he said. "Your mother ??" "No, not while she is with Mr. Dolan. He’s the
meanest man in the valley. " It turned out that Andy Peyote was sharing a
trailer in the back of the goat pen at the Taos Learning Center with another
twelve-year-old named Tim.
(The Learning Center is a teen-age commune-school. The only adults
around.
. . were Tom and Aline, a trippy couple in their mid-thirties.
. .
It was hard to tell, in the long run, how these teenagers could handle this
freedom and their opportunity to live alone. . . all the kids were going through
that transitional stage when they had just discovered the heavy trips of sex
and marijuana and travel, but were still equalty turned on to candy and movies
and playing war. . . The striking thing was how unimportant these freedom
issues were. It was the middle of summer, the usual time for teenagers to
exercise their independence, but the teenagers here appeared to be involved
with something else besides pitting their will to experience against a parental
will to repress. They were working to keep the Taos Learning Center alive
and solvent.
This place began as an experiment by a man named John Jimmy, a man in his
middle thirties (who had) started out as a regular public school teacher and
then abandoned that as ridiculous. He started a Free school in Santa Fe, and
then said—as we had seen—that free schools didn't seem to be leading anywhere.
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immy thought that if the alternative society were to survive, then you had totram alternative people.
. . You had to somehow unite them in knowledge and
manpower. So he set up a school which could draw on all the young people of
the valley, on a voluntary basis. They would have to live here as a commune
and learn to survive by their own wits. (A Walkabout.) (An idea similar to
*
that of the Australian Aborigine Walkabout where young natives must learn
to thrive and survive alone in the wilderness for six months before being
initiated as a man.).
. . There was no tuition at Taos Learning Center, no
salaries, and most important, no budget. If the school was to survive, Andy
Peyote and the other twelve to fourteen year olds who chose to live there had
to think up ways to make money, or barter, or grow food, or something.
The school and the community were the same thing.
**••••••••••••••• *•• ••••••••••••
• . . But solidarity or no solidarity, Andy Peyote was anxious to move on.
You could see the conflicts in his face—he wanted to stick around for the
adobe project, and also to make $150 to pay the teacher of a mind control
course.
. . He owed the money, but the responsibility of the debt paled
against the prospect of seeing his father at the Last Resort.
. . He showed up
at our tent with his rat Ponderosa and a big wooden cage and his sleeping bag
and said he was taking up our offer to drive him to the Last Resort. I got a
kick out of this twelve year old's mobility. He could apparently decide, on
the spur of the moment, to pick up and go anywhere. He never had to ask
his mother, who lived only about ten miles away from the Learning Center.
. .
"Do you always take rides?" we asked him. "Not always, " he said, "It's
something you learn. My father told me to look into peoples eyes. That way
you can tell if they are crazy or not. ". . . Andy Peyote was unsure of his
welcome. He hadn't seen Mickey Peyote in over a year, and he was wondering
if Mickey’s girl friend, Sara, would forbid him to enter the house because of
the pet rat Ponderosa.
. . .
Andy Peyote was home at the Last Resort from the moment he arrived.
He and Mickey Peyote looked exactly alike. . . imagine you and your father
running away from home together and you get an idea of the relationship. The
relationship is fascinating because there were no years of education or training
or growing up required for the twelve year old to exist on the same level as
the thirty-five year old. No guardianship on Mickey's side, no adolescent
contortions on Andy's side. They did things together, not as father and son,
but truly as people. . . At the age of twelve (Andj^) seemed to have endless
options—he played life in a very wide ballpark. 140
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John goes on to tell ot the things Andy participated in, along with the
other children at the Last Resort while he was there: keeping house when Sara
hurt her back, shooting deer, building a fence for a new school, along with about
fifty other people, bringing a six thousand gallon water tank up the mountain for
the community's water supply, fixing the truck thatwas to carry the tank,
watching a baby being delivered. They found him more self-reliant and independent
than any other child they had ever met, in their civilization, and concluded
there was at least a good chance that other commune children they had observed
could grow up to be like Andy.
Melford E. Shapiro published a detailed study of the first generation of
sabras under the title Children of the Kibbutz
,
in 1958, and updated it in 1965.
He found the sabras to have a singularly untroubled adolescence, and since that
time we have had ample opportunity to observe their effectiveness in defending
the Israeli community. The Kibbutz too are alive and well.
Values and Community
Sidney Simon defines a value as something a person arrives at after going
through three specific stages: prizing, choosing, acting. A value must be freely
chosen, from among genuine alternatives, after due reflection; it must be prized
and cherished, publicly affirmed and repeatedly acted upon as part of a pattern.
Many of the things we think are values are really only value indicators—one or
another of the above mentioned steps—and because of the way in which our society
is organized, it is relatively difficult for us to follow the prizing and choosing by
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a consistent and publicly affirmed action.
In other epochs, people who found themselves prevented from living their
values, went someplace else: for example, the Pilgrim, the Jews. In fact, this
country, which pioneered modem society, epitomized, with its ever receding
frontier, the like-tt-or-leave-it way of existence which has become the way of life
of an entire planet. Today, however, there is no place on earth left to go. We
have no alternative but to change what happens here. Values clarification—taking
a long and thoughtful look at what happens here. Values clarification—taking a
long and thoughtful look at what we believe—is the only way to begin. Then we
must create the framework which will enable us to live accordingly. Such a process
is quite the opposite of what occurs in public education, where indoctrination
—
subtle, perhaps, but all pervasive—is both the form and the substance.
People living in the inner cities—blacks, Puerto Ricans, other minorities
—
whose needs are not being met by the public system of education, will indeed be
going through a process of values clarification when they decide to reorganize
their tenements into learning-living communities because they intend to live
by their belief in equal educational opportunity.
In dividuality and Community
There seems to be universal agreement that the more developed the
individual, the more she/he can truly participate in the life of others. "Love
others as you love yourself" is a Biblical injunction which implies that the more
you love yourself, the more you can love others. Self hatred hinders or prevents
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love of the other.
A person who hates self or is separated from self, i.e.
,
sick, isn't free
to relate to a group. It is clear that she/he has to really "be someone" in order
to commune with others.
Perhaps there is a warning here against joining a group in order to find
yourself. Just as a musician does not join an orchestra in order to leam to play,
so a person doesn't join a group to discover his/her identity.
But conversely, individuality can't be developed alone. It is only as we
relate to others that we discover ourselves. If we are not living life in relation
to others, we turn those others into objects, into "its", according to Buber, and
we regard ourselves as absolute; we become self-centered, selfish and egotistical,
seeing ourselves as the center of the universe. To prevent this, we have to
participate in the lives of others.
The question is often raised: If I participate too much, won't I jeopardize
my own individuality and freedom? If I commit myself to others, do I sacrifice
my privacy? It is indeed revealing that this question arises more than any other.
We are much more protective of our privacy, than we are of our ability to
participate in a group. Of education, we ask, "Will this education further
develop my individuality?" We seldom think to ask, "Will this education enable
me to participate more fully in the life of the community ?
But in those countries where people are trying to develop a collective
society, a society of sharing, the opposite question is being
raised. Julius
Nyerere, President of Tanzania, has challenged the validity
of colonial education,
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which separated the educated from the uneducated. "It emphasized and encouraged
the individualistic instincts of mankind, instead of his cooperative instincts. "l41
'.Though we are much more defensive about our individuality than we are
about our participation, we believe we long to belong to others. Underneath our
yearning for alternatives is a desire to participate more completely, to temper
our own excessive individuality by participation in the lives of others, to assuage
our own loneliness by being part of a collective of individuals. For too long we’ve
been separate objects in lonely crowds. Perhaps in participation, our own unique-
ness can really flower.
College catalogues proudly show photographs of language labs—each
student seated in a separate cubicle, receiving impulses through earphones. If
we add food services, plumbing and a folding cot to each cubicle, we have a
metaphor of safe and secure life in this space ship age, each person totally
independent, sind at the same time completely inhumanized.
There appears to be a trend toward increased isolation. Robert Weiss
of Harvard, in predicting what will be happening to families in the future, suggests
that even the nuclear famity is too much community for coming generations. The
present isolation of suburban houses, surrounded by split-rail fences, and
connected only by telephone wires, and from which one emerges only in a closed
care, will yield to even more privatized structures
—
perhaps private rooms
connected by intercoms. "The individual will be exhorted to attend to his own
^
'^Julius Ujamaa Nyererc, Essays on Socialism , (New York, Oxford,
1968), p. 47.
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development, and graded on his own success in doing so. "142 This can be seen
as a further extension of the Protestant ethic in which each individual is responsible
for testimony to his own inner light.
Obviously there are some vested interests wliich benefit from our separation
from each other. The author became conscious of this when a church fund raising
consultant urged that every member of the family be separately solicited. In the
same vein, Sony has ads showing members of the family each watching different
programs on their private mini TV's. It is in the interest of those who distribute
material goods to encourage the disintegration of all forms of community, including
nuclear families—every split meaning additional atomized consumption units. The
rhetoric speaks of each person maximizing his own individuality. The real goal
is separate bank accounts and individualistic maximum consumption.
Private ownership is an enemy of community. In times of scarcity when
every ounce of energy was needed to provide necessities for survival, community
among people was entirely natural. The survival of one depended on the survival
of all. In many '’primitive" societies, goods are held in common and learning is
a total community experience.
Although records of American Indian life have been filtered by the selective
subjectivity of historians, we have ample evidence common ownership of property.
The sympathetic Moravian missionary, John Heckewelder, writing in the early
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1800's, records that Indians think that the Great Spirit
made the earth and all that it contains for the common good of mankind:
when he stocked the country with plenty of game, it was not for the benefit
of the few, but of all. Everything was given in common to the sons of men.Whatever liveth on the land, whatsoever groweth out of the earth, and all
that is m the rivers and waters flowing through the same, was given jointly
to all, and every one is entitled to his share.
. . They live and are hospitable
o all, without exception, and will always share with each other and often
with the stranger, even to their last morsel. They rather would lie down
themselves on an empty stomach, than have it to their charge that they
neglected their duty by not satisfying the wants of the stranger, the sick,
or the needy.
(These very same Indians from whom, by the way, our forefathers could
have learned this concept, were exterminated by the Protestant settlers, in the
name of religion.) Rollo May recounts the confusion and hypocrisy which
resulted by quoting Ben Franklin: "If it be the design of Providence to extirpate
these savages in order to make room for the cultivators of the earth, it seems
not improbable that rum may be the appointed means.
. .
1,144 To further
quote:
Franklin shows how the citizens identify the design of Providence, the
will of God, with their own and their countryman's self-interest.
. .
always
identify your self-interest with the design of Providence. 145
In western history, by the time we can identify the family as a distinguish-
able social unit, it is already the unit of property ownership and control.
Ownership and the orderly transfer of property to the next generation is one of
the primary functions of the family. Many of the early records of the family in
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the western world are wills and laws governing inheritance. Primogeniture,
the right of the oldest son to inherit his father’s property, was the most common
practice. The daughters were married into other families, and the younger sons
either worked under the protection of the oldest son or were sent into the
monastery.
It is in the family that we learn to build and maintain fences around our
exclusive property, to define and protect our possessions 0 What child hasn't
learned to call out, "Don't touch, it's mine." Once the milieu in which production
was learned a trade, a craft, a profession—the home and school now only teach
how to possess and consume.
That astute critic of American society, Alexis de Toqueville, warned
over 100 years ago about the dangers of individualism. Seeing "individualism"
as a new expression meaning ultimately the same thing as selfishness, de
Toqueville, speaking of Americans, writes: "Each of them, living apart, is a
stranger to the fate of all the rest—his children and his private friends contribute
to him the whole of mankind.
. .
he exists for himself alone.
. .
As was mentioned previously, the tendency toward excessive individualism
has been encouraged in America by the existence of apparently limitless space.
While other people have been forced to work out their destiny in close proximity
to others, Americans could always avoid that necessity by wandering off into
new territories.
The leaders of the Plymouth Colony, who longed to create a community
^Alexis de Toqueville, Democracy in America, (New York, Vintage
Books, 1954), II, p. 104.
147
which would embody the ideals which had brought them to these shores,
constantly sought to restrain their members from leaving Plymouth and dispersing
to new settlements. John Demos quotes several records which show that rather
than settle differences in the family or community, unlimited space permitted an
escape from problems. Governor Bradford blames the failure of Plymouth on
the availability of land to which free spirits could escape. The town became
’like an ancient mother grown old and forsaken of her children, though not in
their affections yet in regard of their bodily presence and personal helpfulness;
. . . she is like a widow left only to trust in God. "147
Some studies have suggested that the more space we have, the more
violence erupts. If space is limited, we must learn to live with it, in order to
survive. In a bomb shelter, as in England during World War II, internal
violence was at a minimum. There wasn't even space to fight. An orderly
coexistence is encouraged more by limited, than limitless, space.
Our preoccupation with private space and time is a function of our
excessive individualism. In the middle and upper class we presume that every
child needs a private room, or at least a private bed. However, this trans-
mission of the tradition of separateness may be depriving the child of the
necessity of learning to live with others.
The modem concept of the nuclear family—mother, father and x number
of children—is a relatively modem concept. Families didn’t begin to emerge
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as separate entities until Dig 18th century, and it was also at this point that
rooms in houses began to have distinct functions. Up until this time the
socialization of children was performed by the whole community#
As a result of this shift away from living in a whole community, we now
experience a condition which has been called alienation—alienation from one
another and from ourselves. We are no longer part of a living whole. We sec
mothers who arc isolated and lonely and fathers who feel that after the pro-
creation of children their only function is to provide the material things of life.
Both men and women loci they have no time or energy to do many of the things
they really enjoy, and children are left to themselves among peers and TV. Uri
Bronfenbrenner reports that Soviet children make significantly more choices
favoring adult values than do American children, and attributes this to the fact
that they spend more time with adults. In the United States most children have
no adult companions other than their parents, mid single people are often made
to feel out of place in a family setting.
If we are to overcome the destructive forces which channel us into our
separate boxes, then we must re-examine and devise some alternatives to our
present family life. If we arc to truly live a full and human life we must open
ourselves to larger living groups, larger learning groups, and by so doing
perhaps we will be on the road to truly learning to live with others not only
in our own families, in our own communities, but also in the whole earth.
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In fact, whether indeed western society has achieved the heights of
individuality which it claims, is a frequent question. We look back in history
to the time when the necessity of survival and various superstitious beliefs
seemed to circumscribe human life, leaving almost no choices, and we imagine
that we are much freer today. But Philip Aries, comparing the Middle Ages
with our own time, concludes that the Middle Ages imposed far fewer
restrictions on the individual.
The evolution of the last few centuries has often been presented as the
triumph of individualism over social constraints, but where is the individualism
in these modem lives in which all the energy of the couple is directed to serving
the interests of a deliberately restricted posterity? Was there not greater
individualism in the indifference of the prolific fathers of the ancient regime ?^48
Unless we rediscover alternatives that once again enable us to live in
true communities and our youth to reaffirm itself, we may become completely
shrivelled up by the mutilated liberties and satisfactions we defend in the name
of individuality.
Without further ado, here then is a model—one of many possible models
for a learning-living community encompassing people of all ages.
The Model
First, to briefly describe the model. A more detailed analysis will
follow:
A learning-living community would be comprised of approximately 25
people of all ages, ranging from infants to senior citizens. How the members
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come together would vary according to specific circumstances. In general, a
small group (5-8 people) would get together and decide to form a community.
They would invite others to join. The purpose of the community would be to live
according to certain values, such as, brotherhood, equality, sharing, a commit-
ment to live ecologically, to develop an awareness of global interdependence and
live accordingly, to participate in social decision-making processes consistent
v ith shared values, etc.
,
to educate all the members in a way which would
enable them to be personally fulfilled and socially aware. Funds in the form of
government educational vouchers for each participant would help maintain members
of the community who are unemployed. The educational activities of the community
would be intimately linked to their daily living. Teaching, both formal and non-
formal, would be by both professional educators and members of the community,
including children. Learning would include the three R's, and survival skills in
addition to other subjects, traditional and non-traditional. Access to higher
education would be by special examination.
Having briefly outlined the salient features of learning-living communities,
each aspect is considered in more detail. In doing so, it is important to realize
that communities would differ. What is given here is essentially a picture
influenced by the author's own preferences. Insofar as guidelines would exist,
these would be established by legislation connected with the government educational
vouchers.
151
Formation of the Community
A community would consist of about 25-30 people. It would be created
by a core of married, single, elderly and young people, who share a common
set of values and goals, and who realize that these are the values by which they
want to live. Once the core group has defined that framework they would invite
others to join them.
Over a period of time, the initial group may brainstorm their values,
their lifestyles, what they want out of life, what life's questions mean to them,
until they feel ready to commit themselves to a life together. As with most
communities, a decision to live together would be followed by the pooling of
financial resources: wages, property if any, etc. The variations on this
theme would be many, according to the needs of the group.
The original group would help the others to clarify their values, in turn,
and to assess whether they are willing to join the community in formation. No
one would be asked to make a life-long commitment, yet neither would transience
be taken for granted. A stated aim of the communfiy would be permanence, a
stated task for members to find ways of enhancing that aim. Obviously,
communities would have different orientations. If a member felt unable to
identify with a community's orientation, he would be free to leave. If you did
not have a sense of what was happening, of commitment, of purpose, if you did
not feel you could journey on, in this pilgrimage of life with these individuals,
then it would be well for you to find a new cluster, a new community of
learning-living. But emphasis would be on permanence and continuity.
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Structure
Organizational structure too would vary from one community to another.
There are many models to choose from, and many yet to come out of this
experience. However, we would assume a non-sexist and age-free sharing of
work. Communities which bring together a variety of racial and ethnic origins
would purposefully seek to entrance their multi-cultural, multi-racial, multi-
ethnic and religious quality by continuing to recruit members from a variety
of backgrounds.
But how would this concept help minorities? Blacks, Puerto Ricans,
Chicanos, Indians, if they are to form communities amongst themselves?
First of all, such communities would promote social mobility because
they would make available to all their members the skills needed for upward
mobility. Such communities would, it is true, encourage segregation at first,
in some instances, but over the years, as the inner cities were renewed as a
result of these communities, they would acquire a multi-racial character, while
children bom in the now renovated ghettos would grow up and perhaps leave for
other communities. In other words, the problem of desegregation would, in
the writer’s mind, solve itself over a course of perhaps ten to twenty years as
our society changed in respose to the crisis we face today, with the help of new
living and educational patterns and a new attitude toward children and youth and
their role in society
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Physical Setting
We had said that next to the abandoning of emotional defenses, the
renouncement of material possessions would be a small sacrifice. It is also
a necessary step in the creation of a residential community. Various forms
of group ownership have been tried. Twin Oaks community in Virginia is a
model of a rural community that has existed successfully since 1967. Workers
do not give up previously owned property but do work on the outside a set number
of days a week to contribute cash to the community pot. Synanon, originally a
drug rehabilitation community, requires members to give their property and
earnings to the corporation, which is quite wealthy. Whatever the particular
financial arrangement chosen, the group will v’ant to be in close physical
proximity, but not necessarily under one roof. Many successful communities
have found cluster housing to be a good solution. The Packard Manse group at
Stoughton, Mass, is located on an old estate, with carriage house, servants
quarters, etc. It is not luxurious, but very functional in design and construction,
hi the inner cities, the writer would hope to see the communities that already
exist within the lifeboat conditions of tenements become more purposeful. Newr
w’ays of utilizing space might replace the pattern imposed by separate lodgings,
to the disadvantage of the occupants. Teenagers might be housed together, a
nursery might come into being, etc.
,
with one or two lodgings turned into common
cooking, eating and recreation areas.
Each little family, either biological or synthetic , would gather together
within their own autonomy within this larger cluster of people.
But the} would
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share a common meal together in the evening. At Packard Manse they also
gather in the main house for a number of reasons throughout the day: for
learning, to clarify issues, to take affirmative action. Inner city tenement
communities would acquire unprecedented leverage in dealing with their specific
immediate neighborhood problems by functioning as a learning-living community.
It is easy to imagine Postman's vision coming to life under these conditions—
and having a much wider impact than witliin present living patterns. How much
easier it would be for all to be involved in the rejuvenation of the city, if families
consisted of 25-39 people !
Skills
One of the facts we are increasingly confronted with these days is our
dependence on a fragile edifice of public sendees, institutions and networks.
Because we lack the skills of a farmer, or plumber, we are dependent on a
social organization whose vulnerability is everyday demonstrated by highjacks,
boycotts, embargoes and strikes. Therefore, one of the tilings a learning-living
community would seek to develop would be basic and sophisticated survival skills,
through doing and teaching by members and outsiders. People who have survival
skills would be asked to share them with other people: programming, carpentry,
plumbing, economics, food production, etc. Certified teachers could either be
full-time members of learning-living communities, making their skills available
as would other people, or they could be shared by several communities, in
particular for the teaching of the three R's and other tilings that communitic
s
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might not have the resources for among themselves. Counselors and psycholo-
gists too would find new roles in learning-living communities. They would teach
others how to evaluate their lives, how to counsel one another, how to help in
times of hurt, and how to say that it hurts and how and where. Their skills
would be needed in the creation of communities where faith and hope and joy and
reconciliation are to be realized, where there is peace and love in the lives of
the people.
The Peckham Experiment, described at length in the appendix of John
Holt s Instead of Education
,
is an illustration of how people can be very effective
and happy in teaching each other. This type of club (for it was a club- -though of
a very special kind) could be a way for nuclear families to familiarize themselves
with the advantages of a learning-living community. Here then are some excerpts
from Holt’s excerpts of the book, now out of print, entitled The Peckham
Experiment:
A small group of lay people, all under 30, had what might be called ’’a
hunch” that health was the factor of primary importance for human living. . .
... It was decided to offer to families a health service constituted on the
pattern of a Family Club, with periodic health overhaul for all its members
and with various ancillary services for infants, children and parents alike.
So in 1927 the pioneer "Health Center” took shape. A small house was taken
in a South London Borough. It was equipped with a consulting room, reception-
ist’s office, bath and changing room, and one small clubroom. Families
living in the vicinity were invited to join this Family Club for a small weekly
subscription. By the end of tiiree years, 112 families, i.e.
,
some 400
individuals, had joined and all the individuals of these families had presented
themselves for period health overhaul. . .
Seven long years passed. They were spent in planning the nexi stage in
great detail and in collecting money for a new and larger enterprise —a field
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experiment it might be called. It was to be a Health Centre to cater for
2,000 families, in which were to be offered consultative services as before,
and in which the member-families would find equipment for the exercise of
capacities for which there was little or no possible outlet in the ordinary
circumstances of their lives.
. . . The new building contained a swimming pool enclosed in glass, and thus
visible from other parts of the building, consulting rooms and other health
associated spaces, a cafeteria, a large social hall, a gym and a theatre,
infants’ nurseries opening onto the grounds, and infants and learners
swimming pool, a concrete outdoor , area for roller skating, cycling, etc.,
a library, a billiard table, games, gramophone, several pianos.
<’******««***««» o ***«*»«« ####9####9
... It is essentially a building designed to be furnished with people and with
their actions. There fore young mothers with time to spare in the afternoons,
for infants ready for adventure, for school children to come to when school is
over, for the adolescent as well as for mother and father and all
grownups when work is done, it is too, a place where the family can fore-
gather.
The whole building is in fact characterized by a design which invites social
contact, allowing equally for the chance meeting, for formal and festive
occasions as well as for quiet familiar grouping. It is a field for acquaintance-
ship and for the development of friendships, and for the entertainment by the
family of visiting friends and relations. In these times of disintegrated
cities, there is no longer any place like this. Nevertheless, man has his
social life and the tentative adventure of his children as they grow up:—the
church, the forum, the market-place, the village green, the courtyard;
comfortable protected spaces where every form of fruitful social activity
could lodge itself.
The Center is a Club for families, admission to which can be gained by a
family subscription of Is. a week. The conditions and privileges of member-
ship are two:
(1) Periodic health overhaul for every individual of a member family.
(2) Use of the Club and all its equipment, free to all children of school-age
or under of a member-family, and by the adults on payment of a small
additional sum for each activity.
The reader will recall that the task we set the architect was to provide a
building so planned that the sight of action would be the incentive to action
• • o But it must be remembered that it is not the action of the skilled alone
that is to be seen in the Centre, but every degree of proficiency in all that is
going on. . . In ordinary life the spectator of any activity is apt to be
presented
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only with the exhibition of the specialist.
. . Audiences swell in their
thousands to watch the expert game, but as the "stars’ 1 grow in brilliance,
the conviction of an ineptitude that makes trying not worth while, increasingly
confirms the inactivity of the crowd. It is not then all forms of action that
invite the attempt to action: it is the sight of action that is within the possible
scope of the spectator that affords a temptation eventually irresistible to him.
We too are continuously learning our lesson as we watch the children so early
exercise their capabilities. We have found that no child left alone in these
circumstances will attempt what it cannot safely achieve. No accident of any
kind happened to any child under five years of age during the period the Centre
was open.
But let us return to the school children. How do we decide what material to
give them? One important point is that there must be available to the child the
instruments in common use in the society in which he is bom. For the present-
day child, this implies that there must be at hand such tilings for example as
bicycles, typewriters, sewing machines, wireless sets, etc., etc. A child
growing up for instance in a fishing village would be ill served if the boats
and tackles, however jealously guarded, were not to some degree available
to him.
. . .
In the Center an adult does not play a game of billiards in order to teach
the child how to play, nor does he demonstrate the use of a drum. No; the game
will be going on, the band will be playing, because the participators want to
play. It is the child coming to watch who transforms the players into his
instructors. So it comes about that the society of the Centre becomes the
instructors, not by intention, but spontaneously and inevitably through the
very nature of the situation, for out of the abundance and variety of social
action the child is fed and filled with experience.
. . • There is a good deal of talk these days of a children's world, but let us
make no mistake about it, the child has no wish to be relegated to a world
of its own. The world of its parents, of the grownups, is a place of mystery
and enticement to it, and as it grows it longs to share in it more and more.
Society and the child in the Centre are in mutual relationship to each other.
The grownups, going on with their own business, continually enlarge the field
of family excursion, and the child shares this continuous expansion and makes
its own contribution to it. In this situation the child is never lifted into the
egotistical position of being the focus of attention—of either parent or
instructor. He is on the fringe of a potent zone of activity to which he is
carried by the parental growth and to which he is drawn by a dawning interest.
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But experience leads us to think that the adolescent's association with adults
needs to and its expression not only in leisure but in every activity. Gome
out to work should play a most important part in the unfolding of adolescencefor association with adults in responsible work is in itself an educative factor
of primary importance. It is concrete evidence to the adolescent of the
growing up of which he is so conscious and of which he so eagerly seeks
tangible confirmation.
It is forgotten that the natural leaders of the young are to be found in society
where every skilled man, every amateur athlete, every happily married
couple, become automatically and—most important—unconsciously their
leaders.
But herd these adolescents together and incarcerate them in age groups cut
off from the natural incentives and inherent discipline of a mixed and more
mature society, then a situation is created in which both the stimulus to and
the_control of action must be provided by authority ; by masters, not leaders.
. . . Apart from one part-time instructor largely engaged in teaching the
older women, there is now in the Centre no professional instruction. This
does not mean that there is no skill that is up to professional standard, nor
that the adept do not teach. Indeed teaching and learning goes on busily
everywhere, but by the neighbor who can and wants to do it. Sc teaching as
an art of the enthusiast—not of the professional—has begun to flourish all
over the building: in dancing, fencing, badminton, diving and s dimming,
in dramatic and concert party work, in music, in wireless, in dressmaking,
cooking, and so on. Indeed, professionalism in the Centre has proved to be
not only unnecessary but actually inimical as a means of encouraging the
development of skill in the ordinary man and woman hitherto without skill. 149
There are three types of learning, basically: skills such as reading,
writing, and ’rithmetic, computer programming, nursing, cooking, farming,
etc., knowledge, i. e., politics, sociology, economics, history, physics,
biology, etc. The first group can be taught either from real life situations or
in a learning lab, which is by definition abstract, synthetic, and this is OK. The
second type of learning is traditionally taught in an abstract, lab type of setting,
but is better taught through direct observation, participation, in a word, through
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living. The third type of learning is indirectly described by John Holt in his
account of the Ny Lilleskole (New Little School) in Denmark. He tells us that
there is a lot of talking between students and teachers and that these students
end up doing very well in traditional high schools and on standardized tests
(there are no lessons" as such at the Ny Lilleskole), because they know a lot.
(He also adds that the teachers at the Ny Lilleskole are interested in the world
and generally enthusiastic about life in general, which many American teachers
are not. Even teachers in alternative schools, he says, are usually there
precisely because they are disillusioned about the world.) It seems worth
mentioning here that for milennia all teaching was verbal. Perhaps, with our
wealth of books and TV, we tend to forget the value of talk, and how much people
who don’t know a thing, can learn simply by talking with people who do.
Curriculum
Let us move now from learning in the abstract to some specific notions
on what learning would take place in our learning-living communities.
As mentioned earlier, the fundaments of the three R’s would take place,
with older people teaching younger people and vice versa, with peers teaching
peers, and with the availability of a certified teacher, perhaps. These are
the essential tools each person must be able to use in order to be at east among
other spects and tools of learning and living.
Once this basis is acquired, the question becomes: what else is
important for people in the last quarter of the twentieth century, in an over-
KiO
developed country to know? And here is where the curriculum will differ from
tiie standard guidelines now in effect.
rhe author posits that people need to learn about themselves, first of
all, and about themselves in relation to others. This type of learning would
include values clarification, psychology, power and its uses.
Next, people need to know how their lives relate to the world out there:
power, first of all, economics, ecology, politics (in the specific, as opposed
to the general area of power). Under politics we would find history as an area
of learning, for history divorced from the overarching preoccupations of power
and politics becomes dead matter.
Science is a vast area for exploration and study—under the notion of that
world out there and in here of which we are a part, and which we try to understand.
Music and art, now contained in so many neat little boxes, on certain days
of the week, for a given number of minutes, are part of life. Singing, dancing,
painting, sculpting, designing, building, are all ways in which man relates to
others and to the world at large. They should have a prominent place in the daily
life of a community.
In what way would these studies be different from what occurs in schools?
In the sense that they would only incidentally, for specific puiposes and by
initiative of the learners, constitute classes. The common mode of study, if we
wish to call it that, would be experiential in ways which are not possible in a
school. In a school we have a certain number of hours a week devoted to the
general area of study formerly known as "civics" and now taught under a variety
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of headings such as social studies, behavior, etc. The learning-living community
would teach civics, or rather it would teach many facets of life through participa-
tion in "civics". If one opens the newspaper on any given day, one finds all that
is needed, in terms of events happening either locally or in the world at large,
to provide grist for the study of any subject that is currently being taught in
schools. We are not talking here about a superficial review of "current events."
We are talking about the possibility of a group of people—or an individual—finding
out what is really going on, and either following the ball of twine wherever it
leads, learning what is needed in order to understand the subject, or deal with
it. The community as a whole may wish to get into something, or a group of
individuals, or one person. The point is, there would be no artificial division of
learners. Young and old together would seek out knowledge, each on his/her own
level of understanding and interest, but together as a community (rather than as
an artificial community constituted by a "class".) In our traditional way of
thinking, we find it quite normal for an individual who has "finished" c ertain
level of schooling, to go on learning about things in this very way. As John Holt
says: ". .
.
just to be allowed to live in the world (a person) must show that he
knows this or that. "150 The idea of continuing to learn after one has fulfilled
society’s requirement of compulsory education is part of that same concept.
Proponents of laissez-faire education, as we might call it, or do-it-
yourself education, of the leaming-will-take-place, -somehow, -mysteriously,
i so
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Philosophy of education, are rightfully criticized by hard-nosed, practical
people who want to know what it is people are going to finally know, through
this process. For such critics, there is a very good booklet entitled, Taking
Charge, to which the author would refer them. This booklet was put together
by Palo Alto Packet Committee and the Sinple living Program of the Friends
Service Committee of San Francisco. In it the reader will find a detailed
curriculum for the learning of a community in many vital areas, based on the
experience of similar Friends groups around the country. To situate the
curriculum in philosophical terms, it will suffice to quote briefly from the
introduction:
The pursuit of "having" and "acquiring" too often obstructs the processes
of being, knowing and acting.
. . Taking charge means taking conscious
responsibility for the decisions we make every day in relation to our use
ot resources, energy and food.
Interestingly, this statement reflects the four World Order Models
Project Values, which are at the basis of studies by an international group of
scholars on possible future "world orders". Compared to the questions teachers
contrive, these questions of peace, oppression, economic and social justice and
environmental integrity are the veiy questions of life and death, the very
foundations of our existence:
1. What goods and services do we use (and indeed rely on) that were not
generally available 75 years ago?
2. Which of these goods and services could not be produced or operated in
the absence of raw materials and compcnents produced: a) in poor
countries; b) at wages and conditions of labor which you would personally
find intolerable?
o
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3. How much of what we eat is either produced from or is itself: a) food
from poor countries or oceans adjacent to them; b) food produced under
conditions of labor and/or wages which you would find personally
intolerable?
6. How much unrecycled waste do we produce each year?
7. How much energy per year is used in our activities, the production and
maintenance of the food, goods and services we use ? How does this
compare with the average per capita energy consumption in West
Germany? China? Japan? What could be done by economic enterprises
and individuals to significantly reduce energy consumption levels in the
U. S. ?
8. What could we do to make ourselves less dependent on centralized sources
of food, water, energy and health care? What alternative sources either
exist or could be made possible by changing existing political, economic
and/or social institutions ?
10. How does work we do relate to military activities or the activities or
multi-national corporations in poor and underdeveloped nations?
11. If we could be doing any work we wanted to would we continue in our
present job? What kind of work would we prefer ? Why?
12. What skills do we have or would like to develop that could be shared with
others?
13. In what ways could we become more self-reliant this week?
14. Fromwhat sources do we derive our ideas of ’’the good life." To what
extent does this differ from the way we are now living?
15. How can we change our relations to goods and services so as to decrease
alienation and enhance opportunities for community with others ?151
Power
The learning-living community would be a place where people would be
able to really understand the nature of power. This particular type of values
clarification can best take place in a non-hierarchical setting, such as a
community. At the same time it is only when people gain an intimate under-
standing of power and its uses that we will be able to say that our education is
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on a level with our contemporary store of knowledge. Until the knowledge
gleaned by our researchers is made available to the common person, it is
not, and power is a very important area of knowledge indeed for the trans-
formation of society.
In a book for use in high schools entitled The Human Use of Power .
written by members of the Packard Manse collective mentioned earlier, are
found the following chapters: Encounter with Choice, Power—its Uses and
Abuse, Individual Power, Group Power, Economic Power, Political Power,
International Power. Among the subheadings: The person in relation to a
system, the person in relation to other persons, the person in relation to self,
information givers and political power, social goals of business, military power
152in the world community, power and the distribution of resources.
This book constitutes an excellent teaching tool, yet it seems obvious
to the writer that these areas of exploration are outstanding subjects for learning
through direct experience and through the very processes at work in a living
community. We make laudable efforts to teach these things in schools but
this is just one more area where there will not be real understanding of the
issues until fundamental changes are made in the setting in which they are
taught, and in the basic assumptions about how people learn and how people
live.
"^Maureen Carey and Paul Chapman, et al. Deciding on the Human
Use of Power, (Ninona, Minnesota, North Country Publications, 1974).
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Enabling Legislation
Because of the private nature of the educational change being advocated,
because it is by definition a self-initiated project, many will say that if people
are still living in traditional structures, it is because they are not ready for
the change being proposed. They will wonder how it is expected that these
changes will come about.
The author proposes that legislation be passed enabling relevant federal,
state and local agencies to encourage, support and help in this transformation.
A list of possible agencies that could among others be involved, will be found
in the appendix. Through the press, TV, radio, posters, etc., informational
meetings organized by these agencies can be publicized. The creation of
neighborhood facilities of the Peckham type could be suggested as a means to
win over both prospective community members as well as school boards who
might wish to participate in one form or another. It is the firm belief of
the writer that once people know that there is an alternative for which there
would be public funding, they will be eager to take matters into their own hands
and get things moving.
Accountability
But what, the reader will ask, about the person who wishes to be a
doctor, a lawyer, an astronaut? Provision would be made so that any person
regardless of sex or age, could attend institutions of higher learning on the
basis of a special exam, something like the New York Board of Regents. We
1GG
must distinguish between necessary skills and professions and current consumer
philosophy. The writer is not saying that people should not do the things they
do now; the writer is saying that they should acquire a different mentality which
will carry over into this doing.
What then, about accountability on a more general scale? The writer
believes in accountability, and suggests that learning-living communities be
accountable, since they would be the recipients of government funds. However,
it is essential that those to whom these communities are accountable be fully
supportive of the goals and aspirations of the community, and that they not
judge it by conventional standards. (This, however, is not meant as a cop-out
for excellence.) A three to five year period would be essential as a period for
an initial evaluation.
Funding
Turning to the question of funding for the leaming-living community, it
was previously stated that in order for the communities to become a reality,
certain federal, state and local agencies could publicize the availability of
funds, once enabling legislation has been passed. Such legislation may be sooner
in coming than might have been anticipated a few years ago. Following on the
heels of the Coleman report mentioned earlier, the Task Force on Compulsory
Education and Transitions for Youth organized by Phi Delta Kappa under the
chairmanship of Professor Maurice Gibbons, recommended the lowering of the
age of compulsory education to fourteen, among other things, rhe next phase
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of the Task Force’s work will include aiding in the implementation of model
programs. The programs’ thrust will be to involve students in more adult
situations, issues, tasks and responsibilities, both in and out of school.
With regard to the learning-living communities proposed by the writer,
funding should be made available, through means of a voucher system to all its
members, regardless of age. This is a substantial undertaking, yet the writer
believes it can be realized. In recent years, there have been numerous proposals
for voucher systems for the education of the young. The additional financial
burden on the society represented by universal funding would be returned to the
society in savings on unemployment benefits, welfare benefits, mental hospitals,
police, drug rehabilitations, etc. (Besides, already today, the government
accords such rights to veterans, so there is a precedent.)
Following is an overview of two voucher plans currently proposed. The
plan by John E. Coons and Stephen D. Sugerman is entitled. Family Traits in
Education: A Model State System for Vouchers . The purpose of this system, as
stated by the authors, is to provide a method whereby all students would receive
equal treatment in the schools:
It is entirely clear, however, what equal treatment in education implies:
not in equal amount of dollars spent on each youth, surely, not stark
uniformity of program. In practical terms, equal treatment probably means
that for any two young people of roughly similar aptitudes, interest and
abilities, there should be offered roughly similar opportunities in educational
institutions. Thus, while it is not necessary to demand uniform treatment
of every student, it is necessary to remove the influence of parental wealth
on the quality of treatment received. This article represents a step forward
in saying precisely and in detail how to remove the deleterious influence of
variations in household income on the quality of education received.
153John E. Coons and Stephen Sugarman, Family Choice in Education : __A_
Model State System for Vouchers, (Berkeley: University of California,
Institute
of Governmental Studies, 1971), p. 3.
The model system proposed by Coons and Sugarman has four main
1G8
parts:
One, they advocate the creation of an educational market offering schools
at several different levels of cost. Each level would have schools competing for
a share of the maiket, i. e., parents with children who have been made essentially
equal in buying power. The equality would be established by .conditioning access
upon an equivalence of economic sacrifice for each family, regardless of family
fortune. A varying tax scale wculd be constructed to insure that each family
was taxed according to its capabilities. The authors explain:
For example, upon enrolling its children in an elementary school which
receives—and is effectively limited in spending—the statutory minimum
tuition credit of $600.00, a family with an income of $4,000 would be subject
to a tax of $16. 50. Access to a $1, 500 school for that same family would
be $54.50. Enrollment in the same two schools by children of richer families
would create correspondingly greater tax liabilities. For example, a
$20,000 income family would pay $440 and $1, 218 for the respective schools.
Not only would the tax be proportionately larger for the wealthier family, the
rate would also be adjusted to account for diminishing marginal utilities. ^54
Two, a statutory ceiling would be constructed, which would impose a
limit on the wealthy families’ tax burden. An example is that as a family’s
wealth increased, the amount of money which they would be expected to contribute
would become a smaller and smaller percentage of their total income. For
example, a family with an income of one million dollars which sent two children
to a $1, 500 per year school would be taxed at the rate of . 375% while a family
with an income of $12,000 would pay 5.08%. The authors insist, however, that
. ,
p. 11.
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such a practice is necessary to insure that the rich will not automatically leave
the system and depart for the very high-priced independent private school which
are out of the range of most families.
Three, there would be a clearly defined set of rules and regulations
regarding classification, administration, and funding of the schools. In other
words, the schools would be classified into different groups according to their
public or private affiliations and according to how much they are allowed to spend
per pupil. Administration will be by a principal or chief administrator in each
school, to be appointed by a state superintendent of schools. The state board
of education, as well as district authorities, would cease to exist. As far as
funding is concerned, the local property tax revenue generating system would
cease: families would be taxed according to the scale mentioned above.
Four, the schools would be run as a market system. The authors discuss
the way schools would be chosen by the parents:
As a point in time, well before the opening of school—January 15th it is
proposed—each family would select a particular school and alternate by
weighing factors such as a school's category and other information concerning
each school, for example, curriculum, test scores, religious affiliation
—
that the state superintendent would be required to supply each parent. All
schools—public and private—within the limit of their preannounced capacity
would be open to all children of appropriate age and grade. Transportation
would be essential to such a system—and would be supported by the state up
to a reasonable distance to be fixed by regulation.
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Each school in the system would be treated as a private enterprise end
would be held responsible for its financial solvency as well as for its success or
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failure in regard to its students. All students would be treated equally, the
state would not be permitted to pour additional money into a school that was
failing to attract students, the same would hold true in regard to private
sources that wished to donate money to support a failing school. The entry
into the market of new private schools would be encouraged and loan money
would be made available under a program similar to that of the Federal Housing
Authority.
The Coons and Sugarman model is only one of many that have been
proposed. Christopher Jencks has proposed a somewhat different system of
educational vouchers which he believes would help eliminate the problems of
educational inequality. He would advocate the formation of an Educational
Voucher Agency (EVA). The EVA would issue a voucher to every family in its
district with children of school age. The voucher would basically be equal to
the poor people expenditure of the public schools in the district. Parents would
choose the school in the district which they wanted their children to attend.
They would give the voucher note to the school which would, in turn, turn the
voucher in to the EVA for a cash return. The acceptance of the child at the
school would not be conditioned by race qualification, financial qualifications,
or any other non-equal criteria, but would depend solely on the amount of
available places of suitability of a given curriculum for a given child.
Basically, the goals of this voucher system are the same as that of the
system proposed by Coons and Sugarman. In both there would be an education
171
market established wherein the schools, operating as independent enterprises,
would compete for the students in the district. The students would be given by
the state a voucher which is redeemable in cash by the school.
The author advocates the formation of a voucher system similar to that
suggested by Coons and Sugarman, applicable however, to all people regardless
of race, age, sex or ethnic group. The author believes that the private sector,
which would be eligible for voucher funding, can be more responsible to the
needs of the community, and would be able to distribute a higher quality education
than would a centralized public system. The private schools of the type described
by Jonathan Kozol have had many financial difficulties. The author believes that
if such schools were given funds from a voucher type organization, they would
be able to survive well and educate effectively large segments of the population
which have been previously neglected.
The author believes that private concerns from places as diverse as
industry, government, or other authentic private groups could be urged to donate
money to such private schools. An example might be a giant industry which has
been unable to recruit people qualified to woiit in it. If, for example, a computer
company were unable to find a lumber of qualified programmers coming out of
the schools, the company could be encouraged to put money into a school of its
own or into an already formed school to the end of instructing interested people
in the art of compter programming.
The author feels that religious education should be offered to those who
desire it. Religious communities that are able to meet the minimum qualifications
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for the establishment of an approved school should also be able to receive public
funds for their efforts. The author believes that groups which have positive
goals in mind, and which are willing to work to establish a viable and successful
learning—living community should also be funded in this manner.
Legal Precedents
The writer would like to mention briefly the legal precedents for parents
having the right to decide upon the education they desire for their children. Rather
than a discussion of the many and complex rulings on education, we shall review
one case which we believe will be decisive in the struggle for educa tional freedom.
The Amish are a minority group which successfully fought the compulsory
tendencies of the American schools. Their battle has been long and hard, but
recently they won a decisive victory.
The Amish were originally part of the Anabaptist or radical wing of the
Protestant Reformation. As a group, they were severely persecuted in several
European countries and were forced to be on the move quite frequently. They
arrived in large numbers in Pennsylvania during the third and fourth decades of
the eighteenth century. They came to America with a distinct cultural heritage
and a strong ethnic consciousness. Throughout the nineteenth century, they
staunchly resisted attempts to assimilate them, but usually consented to send
their children to the public schools because the latter still had a basically
Protestant orientation. Problems began to develop around the turn of the
century when the modem high school first appeared on the scene. The high
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schools were highly secular in nature. They represented a major cog in the
wheel of Americanization, and the Amish resisted them fiercely. They feared
that the new schools would undermine their cultural background and religious
beliefs. Throughout the twentieth century, there were numerous court cases
involving the rights of the Amish not to comply with state compulsory attendance
laws. Finally, in 1972, the Supreme Court ruled in their favor in the Wisconsin
vs. Yoder et al
. case. This landmark case involved several different issues.
Among others: how far can the state intervene to protect children when their
welfare is thought to be endangered by some activity or nonactivity of their
parents? Leo Pfeffer, a New York attorney and professor at Long Island
University, contributed a chapter to a volume entitled Compulsory Education
and the Amish. On the question of state interference he says:
The case, however, skirted the main question we are concerned with:
Can a democratic society compel a person to take action for his own good?
For example, in the Yoder case, assuming the Amish children are adults,
is it permissible for the state of Wisconsin to insist that in order for them
to survive in American society they must have a high school education? Can
they, for their own good, be compelled to attend high school ?'
I'5G
The Yoder case also related to the question of cultural pluralism and to
the concept of religious freedom as guaranteed by the First Amendment. The
court ruled in favor of the Amish primarily because the Amish beliefs in regard
to education were inextricably tied up with the religious lifestyle of die group.
Pfeffer comments on the religious issues of the Yoder decision:
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e Yoder case marks the capstone of this new rule toward giving religiousfreedom a higher value than other first amendment rights. It is quite clearfrom the language of the Supreme Court decision that had the Amish objected
to sending their children to high school for any reason other than the religious
one, they would not have succeeded in their case. The critical factor, and
the Court made a special effort to be explicit about this, is that the Amish way
of life and their faith are inseparable and interdependent. A way of life, the
Court asserted, however virtuous and admirable, may not be interposed
as a barrier to state law if it is based on secular considerations. ^-57
The author believes the Yoder case will be used in the future to establish
the right of parents to choose the type of education they desire for their children.
And the writer further hopes it will be used to establish the rights of all citizens,
of any age, to public support for their continuing, on-going education. The
writer believes life-long learning can best occur in countercultural communities
of learning-living and that these communities, for the benefit of society, should
be publicly funded.
Conclusions
Dr. Rollo May writes that courage is the virtue of maturity, the virtue
of a countercultural age:
In any age, courage is the simple virtue needed for a human being to traverse
the rocky road from infancy to maturity of personality. But in an age of
anxiety, an age of hard morality and personal isolation, courage is a sine
qua non. In periods when the mores of the society were more consistent
guides, the individual is thrown on his own at an earlier age and for a
longer period.
We could bypass courage only because we oversimplified life; we suppressed
our awareness of death, told ourselves that happiness and freedom would come
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automatically and assumed that loneliness, anxiety and fear were always
neurotic and could be overcome by better adjustment. It is true that
neurotic anxiety and loneliness can and should be overcome.
. . But there
still remains the experience of normal anxiety which confronts any developing
person, and it is in confronting rather than fleeing these that courage is
essential. 5°
The courage to which Dr. May refers is an inward quality, a way of
relating to oneself and one’s possibilities. We need the courage to question,
to doubt, to risk and to do away with our traditional mainstream cultural
curriculum.
In this chapter the writer has sketched the outlines of a learning-living
community where such efforts would be possible.
The communiities vould consist of 25-30 people of all ages, and be either
racially and ethnically homogeneous or not, as the situation demanded. They
would be partially funded by individual educational vouchers issued by the state
or federal government. They would provide a setting wherein learning could be
highly experiential and involved in the realities of living in the twentieth century.
Access to higher education would be by special examination.
The writer does not believe that such a system would be an absolute
solution to the ills of poverty, crime and deterioration in our cities. The writer
does believe it would be more than a start in the right direction. The author is
convinced that such a system of learning-living which would be controlled by
private groups that are presently worried about their continued survival would
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be forced to remain flexible enough to adapt to the future needs of society.
The writer also believes that basically people are not equal if by equality
we mean that all people have equal abilities, talents and desires. It is the
conviction of this writer that all individuals should be given equal opportunity
to develop the natural attributes which they do have. The present school system
does not do this, and as this work has endeavored to show, it never has. The
author maintains that a school system of the type advocated in this chapter
would do this, and that these communities would impart the specialized skills
needed by their members to find worthwhile occupations, and would contribute
to the overall well-being of society. The problem is large, and the solution is
difficult. It is imperative that we begin.
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CHAPTER V
CONCLUSIONS
A democracy is more than a form of government; it is primarily
a mode of associated living, of conjoint communicated experience,,
John Dewey
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CHAPTER V
CONCLUSIONS
It is clear, when we examine the history of American education, that
the dream of the public school system providing an equal education to all
students has never been realized. Not only is our present system not educating
people realistically, it perpetuates racism, sexism, classism, and ethnic bias
through the mechanisms of school board control and entrenchment of experts
who choose to gloss over the negative aspects of education in America. These
school boards and educational experts are more often than not middle-class
individuals who have no knowledge of or concern for the needs of the poor and
other minorities.
There is a basic hypocrisy on the part of educators when dealing with
the concept of reform. The reforms that are instituted are often window-
dressing, and moderation is the key word. For the most part, the real issues of
what happens to many students in our schools are never addressed; usually they
are never even acknowledged. The fact is that only a small percentage of
students "make it" in our schools; the rest are ignored and their fate glossed
over. In reality, we have two school systems—one for the "successes" and
one for the "failures". This duality is pointed out by Harvey B. Scribner and
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Leonard B. Stevens in their book Make Your Schools Work ;
In most cities there is visible concern with crime in the schools, with theprotection of school jobs, with finding the money necessary to keep schools
open and running, with negotiating labor contracts, and with balancing the
C<Tr T legltimate - Unfortunately, they consume virtuallyall the attention of the school system and the interested public, to the near
exclusion of concern for the more fundamental problem-the continuing
existence of two school systems. The fact is that when school crime is
eliminated, when jobs are distributed, when the needed money is found,
after the contracts are agreed upon, and after the budgets are balanced,
the other school system of failure will still be there. 159
Our study of American public education has led to some interesting
conclusions. In the second chapter, the author established some historical
precedents for the general superiority of private schools with regard to
adaptability. In the eighteenth century, at the beginning of the industrial boom,
schools in the private sector met the need of the public sector. The development
of the public school bureaucracy was then traced, from its foundation in the early
nineteenth century to the present day. Paramount in this examination was the
biased nature of the schools. They had become instruments of social control in
the hands of the ruling class. Social mobility was nearly eliminated in the
oppressive public schools.
In the third chapter some of the effects which the biased schools have
had upon the populace were examined. Children of equal IQ but of different
social and economic backgrounds have amazingly dissimilar chances of success
in school. In fact, the chances of the child with the ,Tbetter" background may
be five times greater than those of the child with the disadvantaged background.
159
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The market for reforms was reviewed and found to be largely wanting where
reform is most needed: in the foundations upon which our education system is
based: compulsory schooling for children and no provisions for insuring adult
education.
In the fourth chapter a case for change was constructed as well as a
model for a community of learning-living, in which families might also take on
a new form, to the advantage of society.
It will be in the best interest of all parties to have opportunity in the
area of education equalized. The poor will benefit by having better societal
conditions, better jobs, and an improved chance for advancement. The wealthy
will benefit because they will no longer be forced to bear the burden of support
for the poor. Instead, the improved economic status of the poor will enable
them to contribute to the economic growth of the country, insofar as such
growth is desirable.
The goal of this paper has been to provide a case for the development of
private schools—learning-living communities—to correct the inequalities in
the public system of education. The real focus has been the creation of a more
humane, caring, loving, supportive environment for people of all ages to learn
and live in. Ultimately, the construction of the system is as much a job for
economists and legislators as for educators.
The proposals in the dissertation are offered as a solution to the problem
of unequal education in American public schools, as well as a solution to the
oppressive structure and climate that enshrouds the American classroom.
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We believe that the problem must be solved in order to raise the social and
economic level of the poor, and to break the seemingly endless cycle of poverty
and hopelessness in the lifestyles of the affluent. While the problem is indeed
large, it is time to begin to work toward the solution which will unite the dream
and the reality of American education as the agent for change in family life,
personal growth, and healthier relationships to self, others and the world.
The need for alternatives to traditional colleges and universities was
pointed out clearly in an article in Newsweek of April 26, 1976:
Until fairly recently, the four-year college education was seen as the first
step on the high road to success. Most Americans still want to offer their
children a good education, but for many reasons—soaring costs, changing
curriculums, and fewer jobs for graduates—they are starting to rethink the
issues of who needs college and what college is for. The new questions
arise at a time of great social change, and many think that the colleges
have not adequately responded. What seems clear is that the colleges of
the future will be different. 160
Not only will the colleges of the future be different, but the entire raison
d'etre of education will be different. We are no longer educating children for
industry/agriculture. We are hopefully providing environments, clusters, for
people to establish support groups, re-evaluation communities, relationships
that are of personal value. Education should be the medium for all ages that
offers us our survival strategies. So many people have died or are dying at
an early age because they validate the cultural nonsense placed in their heads
as being the reason for their existence,. We need a forum to raise entirely new
160Newsweek, April 26, 1976, p. 62.
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questions to help us to stop playing the game or to play the game a new way.
For a number of reasons, having a college education is no longer a ticket
to a better job. In many instances, well-educated people are finding it more and
more difficult to find jobs in their own field. As Newsweek points out:
At the Center for Policy Alternatives at the Massachusetts Institute of
Technology, Harvard economists Richard Freeman and MIT professor
J. Herbert Hollomon have been studying the college market for the past
several years. We have arrived at a point where a growing number of
people may be destined to remain underemployed
—or, by implications,
over-educated, " they conclude. In the long run, this may mean Mthe
virtual end of education as a means of upward mobility in society. " For
the first time in American history, they warn, large numbers of young
people may deliberately choose to become less well educated than their
parents. 161
People have always given a variety of reasons for going to college, but
too many feel they must-—either because of parental and societal pressure or
because they believe they will be trained as professionals in some field. Very
few people seek and enjoy studying for its own sake, and more colleges are
gearing their programs in the direction of vocational training. While it is true
that we need more trained people to fill the real jobs in our society, perhaps
college is not the place to acquire these skills. What we really need are more
i
alternatives to the traditional college, and as Newsweek points out, attendance
should not be the exclusive prerogative of people right out of high school:
College administrators think now is the time to start persuading the public
of something they themselves have long believed: that higher education should
not be limited to--much less dominated by— students just out of high school.
Campuses, they think should become centers for life-long learning. Many
schools are opening their doors to adults, encouraging them to come back
161
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for retraining when they need it or further education when they want it. 162
In a report from Educational Facilities Laboratories called High School :
jfoe Process and the Place, the relationship between learning and environment
is described. At present very few schools fulfill the requirements of a healthy
learning environment:
Schoolhouses must operate on two intersecting planes of reality. The first,
quite simply, is that a schoolhouse is a building. It is a structure designed
to provide shelter from the elements where people can assemble to carry on
the business of teaching and learning. Its skeleton, mechanical systems,
its spaces, parts and pieces must fit together in such a way as to facilitate
that business. It must function efficiently, effectively, and with economy
for the taxpayer. 3
To be truly effective, learning should take place in a caring, supportive
atmosphere and with a wide variety of people. To be efficient, we should utilize
every resource of all: human beings. To be economical, we must ensure that
every member of our society has the opportunity to receive an equal and
appropriate education. Instead of providing a warm, familiar setting for
learning, we condemn our children to what are really factories; instead of
affording everyone the opportunity to be truly educated, we explicitly or implicitly
endorse a system which is racist, classist and demonstrably discriminatory.
Instead of utilizing all the human resources at our disposal, we track our
children for life and discard the elderly and the non-professional. The worst of
it is that we congratulate ourselves on having the best system in the world.
162
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Although there have been several proponents of different kinds of school
reform in recent years, none have been explicitly countercultural. For the
most part, these suggested reforms would treat the symptoms, not the disease.
It has become fashionable to advocate reform, and it is true that the atmosphere
in many of our schools has changed, but they are still compulsory and the
changes are primarily superficial. Some of these reform packages are designed
to refine the schools as they already exist, and some are designed to restructure
the foundations of our present system. It is difficult to tell just what the result
of a particular reform would be.
hi an article in the February, 1976 issue of Phi Delta Kappan mazagine,
Leonard B. Stevens shares with us the doubts he has concerning our traditional
school reform packages:
And the issue of educational control is most volatile of all, for who gets what
out of schools is largely a function of who gets to make educational decisions.
In political language, power is the issue. And in an enterprise as large and
important as schooling, power is no minor matter. It is no wonder then that
school reform ideas that would upset the present-day balance of power among
the constituents (parents) pushing hard for new influence, and in-power
constituents (school professional s) fighting hard to retain the power edge
they have accumulated over the years, and perhaps increase it somewhat,
are resisted.
Stevens goes on to describe one of the major reasons why we have not
seen any real changes in education in spite of all the energy expended in the
name of reform:
There is a paradox of major proportions in school reform. The more
achievable reforms—those tied to the "structure” and the "product"
components of the school—seem least likely to result in changes that are
164
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most needed: changes in the purposes, forms and functions of the schools.
Similarly, reforms that are most difficult to achieve
—because they generatethe strongest disagreement and most powerful opposition—are precisely
the "process" kind of reforms that might well result in some fundamental
educational reform. Serious redesign of the schools is thus an uphill
proposition whose possibilities are related inversely to its importance.
That, to borrow a phrase from Michael Katz, is what makes real school
reform "so desperately difficult, and so urgent. "165
Another voice that has stated in no uncertain terms just exactly what the
prime purpose of the schools is and how effective they are in doing their job
belongs to Jonathan Kozol in a book entitled The Night Is Dark and I am Far
From Home. He also points out how damaging to our humaneness is our journey
through American public schools:
The first goal and primary function of the U. S. public school is not to
educate good people, but good citizens. It is the function which we call-
in enemy nations— "state indoctrination. " In speaking of the U. S. S. R. for
example, we feel little hesitation to apply this term. In the U.S. in the
double talk of schools of education, we employ more elegant expressions
like "the socializing function.
Kozol also examines the role of public schools in maintaining the
status quo:
It is apparent to us all that there are many other forms of self-protection
for the ruling class. Wherever else, however, there is ideological bias in
the field of forces that surround a child as he grows up in this land, all but
school are random, casual and inconsistent. Only public school presents a
law-mandated, certified, non-optional realm of childhood indoctrination.
For those who are the children of the very rich, in prep schools governed by
Trustees instead of School Boards, there is a parallel version of indoctrina-
tion. Somewhat more subtle, it is also more effective. The bias of both,
however, is the same. ‘
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The importance of recognizing and acting against these functions of
education cannot be overestimated when considering the development of counter-
cultural learning-living communities. If we do not stress this point, then we
have, as Kozol further points out, defeated ourselves before we begin:
To put on blinders, and pretend we do not see this point, is too much like
the willingness to co-exist with knowledge of an operable cancer. If we are
to live our lives as honest people, we cannot work with teachers and develop
classroom methods and materials for their use unless we simultaneously set
out to introduce specific strategies for raising consciousness about the function
which those teachers are compelled to carry out—and then assist them in the
struggle to transform that function
. We cannot play the disingeneous game of
trying to participate in trivial and non-substantial innovations, while hoping
to "slip in a little hint of ethics now and then, when nobody is looking. " We
cannot do this and, in fact, we know that schools do not exist with these
ideals in mind and that even those state-authorized "alternatives" which
School Boards now and then allow will be permitted only if they serve
priorities that are not ours. To cruise along, make prettier classrooms and
less candidly manipulative tools, if at the same time we perceive the prime
indoctrinational purpose of the schools and are not willing to engage in
realistic tactics to confront this goal, is to decorate the evil we perceive
with charm, and to invalidate our own worth.
Eventually, we have to confront the values that motivate educators and
school boards, and in so doing we must define our own. We have described
learning-living clusters as having to be loving, caring, supportive environments
where people from a variety of backgrounds and of all ages can grow throughout
their lives. In order to achieve such settings, the foundation will have to be
thoroughly conceived and rationally executed.
Countercultural education should not provide a tourist guide to live, but
a scale of values by which to live. It could offer such benefits as to enable us
to learn what thoughts and actions we should prefer and what we should pursue
if we are to be happy; it could show us how to inquire into the reality of things
168
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so as not to be deluded by surface appearances; it could help to free us, on the
one hand, from the ghostly drag of superstition, and on the other hand from the
arrogant assertion of dogmatic opinion.
We need to examine and identify the actions which will help us to
accomplish the goals we have set for ourselves. We need to see very clearly
who has power and how it is utilized; we need to exercise the power that we
ourselves possess if we are to develop effective means of controlling our own
education and our own lives. We must break the bonds of ossification of
behavior and forge ways of expressing our values that are creative and satisfying.
As John W. Gardener points out:
Instead of giving young people the impression that their task is to stand in
dreary watch over the ancient values, we should be telling them the grim
but bracing truth that it is their task continually to recreate those values
in their own behavior, facing the dilemmas and catastrophies of their own
time. Instead of implying that the ideals we cherish are safely embalmed
in the memory of old battles and ancestral deeds, we should be telling them
that each generation refights the crucial battles and either brings new vitality
to the ideals or allows them to decay. . . 169
One of the first steps we must take when implementing a more creative
lifestyle is to examine the way in which we consume the earth’s resources and
the way in which those resources are distributed to the world's population. We
cannot continue to live lives that reflect Madison Avenue values and at the same
time learn to live together supportively. We need to place ourselves in a global
context in order to see clearly how our actions affect those of our fellows. The
present situation is described most graphically by the American Friends Service
Committee of San Francisco quoted earlier;
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If the world were a global village of 100 people, one third of them would be
47 h ^ mC°me ’ thirds would be P^r. Of the 100 residentswould be unable to read, and only one would have a college educationAbout 35 would be suffering from hunger and malnutrition, at least half wouldbe homeless or living in substandard housing. If the world were a global
village of 100 people, 6 of them would be Americans. These 6 would haveover a third of the village's entire income, and the other 94 would subsist
on the other two thirds. How could the wealthy 6 live "in peace" with their
neighbors? Surely they would be driven to arm themselves against the other
94 perhaps even to spend, as Americans do, about twice as much per
person on military defense as the total income of two thirds of the villagers. 170
The underlying assumption is that we must simplify our lives in order to
live them more fully. We cannot realize ourselves if we are continually concerned
with maintaining the possessions that possess us, and we cannot relate to others
if we are trained to be passive consumers. To be able to become truly human
beings we must take much more control over our lives than we presently do and
that means much more than voting every four years and buying a new car every
three.
We can develop our capacities to make our own music together, educate
each other, choose our own food, and touch each others' lives supportively in a
global family that no one faction can control. We do have the freedom to choose
that course, but it requires knowledge, caring, and above all, action.
Freedom is one of the great benefits conferred by education. It enlarges
the scope of a person to enjoy the good things in life. Stephen Leacock said in
Humor and Humanity that we found written over the portals of the library of a
great university the legend: "Learning maketh a full man. " He thought that was
a very stodgy concept. "Learning, ” said Leacock, "ought to make him light as
170
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air, able to hop like a hummingbird among the flowers of scholarship.
»
Countercultural education should be a progression from lower to higher
stages of understanding. This is not to say that countercultural learnin g will
make you as carefree as Leacock’s hummingbird appears. It should call one
to be skeptical toward statements for which no evidence is presented, and
disdainfaul of insincere cultural promises 0
The need to create a newer, a better, a more justly human universe
was the essential educational philosophy of the political countercultural front
of the late 1960's. Robert F. Kennedy, in To Seek a Newer World , shares his
hopes with the American people when he speaks to the question of our new age:
Not since the Founding of the Republic--when Thomas Jefferson wrote the
Declaration of Independence at 32, Henry Knox built an artillery corps at
26, Alexander Hamilton joined the independence figjit at 19, and Rutledge
and Lynch signed the Declaration for South Carolina at 27—has there
been a younger generation of Americans brighter, more highly motivated
than this one. Yet for all the inspiration, all the freshness and imagination
our young people have given us in the past few years, we are now profoundly
troubled by them, and so we should be. For the gap between generations,
always present in the past, is suddenly widening. The old bridges that span
it are falling. We see all around us a terrible alienation of the best of our
young; the very shape of a generation seems turned on its head overnight.
This rejection we see most clearly in the growth of a youthful "underground"
culture. Its essence seems to be that participation in public affairs is a
” hangup"; that all power corrupts absolutely; and that salvation is to be
found with a wholly new life style, and preoccupation with self. This small
minority not only preaches total estrangement, it lives it. In new communities
that have sprung up from New York's East Village to Haight-Asbury in San
Francisco, this "underground" community preaches the message of total
alienation: turn on, tune in, drop out, their life style is in every way a
repudiation of modem American life. 1 ‘
'
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The political message was clear to Kennedy, as indeed it should be to
us, to all of those who seek to reform education in order to heal our society:
They seek change, but with an increasing sense of futility; theirs is not the
estrangement that leads to complete alienation, but a despair that leads to
indifference. Even those young people who are anxious to make a personal
effort to alter conditions they oppose, retreat in the face of inflexible
institutions with overwhelming power, to become no different from the
majority of their generation. These, too, drop out, but by becoming part
of the "system" they deplore. They join the corporation, or the multi-
versity, or the law firm, not because they think they can contribute to those
institutions, but out of resignation, out of the conviction that commitment
to anything broader than their private welfare is fruitless.
Thus more and more of our children are estranged or indifferent, almost
unreachable by the familiar premises and arguments of our adult world.
The task of leadership, the first task of concerned people, is not to condemn
or castigate or deplore: it is to search out the reason for disillusionment
and alienation, the rationale of protest and dissent
—
perhaps, indeed, to learn
from it, And we may find that we learn most of all from those political and
social dissenters whose differences with us are most grave; for among the
young, as among adults, the sharpest criticism often goes hand in hand with
Tj VJ C\
the deepest idealism and love of country.
However, we cannot wait for our leaders to learn.
Margaret Mead reflects on the need for a countercultural curriculum:
We are no longer dealing primarily with the vertical transmission of the
tried and true by the old, mature and experienced teacher to the young,
immature, and inexperienced pupil. That was the system of education
developed in a stable, slowly changing culture. In a world of rapid change
. . .
what is needed and what we are already moving toward is. . . the
lateral transmission of what has just been discovered, invented, created,
manufactured, or marketed. . . The man who teaches another the new math
or the use of a newly acquired tool is not sharing knowledge he acquired years
ago. He learned what was new yesterday, and his pupil must learn it today.
The whole teaching-and-learning continuum, which once was tied in an
orderly way to the passing of generations and the growth of the child into a
man—this whole process has exploded in our faces.
172
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Until recently, immense respect for education has caused us to accept
with too little questioning the forms of the past. Where did they come from?
Have they evolved over the years to a conclusion too sacred to challenge?
What we have, in fact, is a 170-year-old model with a fitful history.
In 1806, the English Lancasterian system of batch process educational was
introduced in America. The first fully graded public school was introduced
in Boston in 1848 with the Quincy Grammar School, a school still in use. A
batch of students, fastened to a teacher, in a box, established itself as the
norm for the next hundred years, and the configuration of school buildings became
set in a rigid mold that is now as familiar as Thanksgiving turkey. Ask almost
any child to draw a plan of a school and he will draw a large box around a series
of smaller, equal-size boxes, set side by side.
For a long time, the repetition of the boxes was not without logic. Their
uniform size spaces provided an efficient way of sorting people into uniform size
groups according to age, grade, or some other fixed criteria. A group of 25-30
pupils constituted a class. The entire class was instructed in the same way by
an omniscient lady deemed to be uniformly able in all subjects. She talked while
the children sat and listened. And under the circumstances, the physical
arrangements were functional.
But circumstances outside the schoolhouse which began to change with
dizzying speed at about the end of World War 1 1, have rendered them non-
functional. Altering the social patterns and lifestyles, and developments of
new knowledge which turn even the experts into learners, demand fluid educational
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spaces capable of responding to constant change.
Nonetheless, the unyielding classroom box, committed to everyone's
sameness, and dedicated to the proposition that tomorrow will be no different
from yesterday, continues to dominate the educational scene.
Perhaps it is because nostalgia for things of the past, especially those
linked to our own childhood, beclouds the thinking about our present needs. It
is a powerful emotional filter that tends to convert experience, no matter how
inadequate, to acceptance.
Our schools have evolved, with few exceptions, as particularly unnatural
places. They are notable for a culture of anti-achievement, gathering under one
roof people who spend so much time in each other’s company yet remain, in the
end, strangers.
After thousands of hours together, literally within talking distance,
teachers and students scarcely know one another. Often students know little
about their fellow students and worse, they learn little about themselves.
Although we use schools as social agents for fostering in the young a
sense of self and a sense of otherness, and for learning modes of behavior, our
schools facilities emerge as poor physical inventions for these purposes. There
are no places for natural social interaction. The nature of the spaces they do
provide—the hallways, the classrooms with rows of chairs, the basketball
courts, the cafeterias—leave little choice for students and teachers to do other
than play our prescribed roles iminical to healthy social patterns.
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Who am I? Who are you? How do we relate ? These are issues integral
to the learning process. An establishment that confuses the answers or propels
people apart creates serious mischief.
Robert Somer, A Canadian architect, made an important point when he
observed that the world "friendship" is only found in architectural reviews when
it refers to the friendship between two architects. This lack is reflected in
architectural creations, which are not conceived with the idea of promoting
friendships among those who will live, work or study within them.
Charles Silberman wrote in his classic Crisis in the Classroom that adults
take schools for granted, and thus fail to see what "grim, hopeless places"
they are, ruled by petty rules, "intellectually sterile and esthetically barren"
in atmosphere.
Do we like our schools? For a long time our institutionalized, reflect
response to this question has been that schools are not for liking. But now, the
noise and controversy surrounding the schools speaks for the growing dis-
satisfaction, if not disenchantment, with them.
In a time marked by social crisis, when old assumptions are put to new
tests and functional agreement seems hardly possible, it is not surprising that
our schools are an issue in the discord. For life’s aspirations come in the guise
of children, says the poet Rabindranath Tagore—and schools and children are
inseparable.
But deep beneath the layers of discord, there are, at least, some basic
goals for our schools on which there is agreement. In essence, all of us want
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to equip our young with the cope-ability to live in an increasingly complex
world, to enable them to contribute to the common good, and to find joy in
their own existence.
The intent of this thesis is to invite examination of the "schoolhouse"
itself what it is and what it can be—as an instrument of that common purpose.
To some, tt will seem that the building—the place—the environment of education
—
is peripheral to the center issue: education itself. But the behavioral sciences,
and life itself, provide ample evidence that learning and growth are deeply
affected by the environment in which they take place. Viewed in that light, the
content of a child's education is made up of everything that happens to him from
the moment he enters the "schoolhouse" to the moment he leaves. Put another
way by Jerome Bruner, the process and the goal of education are one and the
same thing.
Then there is the other reality. This one has little to do with the
technology of the components or the costs per square foot. It has to do, rather,
with the "feeling" of the schoolhouse—with the trust or lack of it, that hangs in
the air; with the way it conveys respect for its occupants, or fails to; with the
warmth or chill, the lights, shadows, and textures that inform the matrix in
which learning takes root.
Drastic changes in the social patterns and life styles outside the school-
house walls call for a rethinking of the environmental and stylistic modes that
prevail within. Not the least of these social shifts is a new kind of youth
population that matures earlier, demanding a stronger voice in its own destiny.
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Moreover, new materials, equipment and systems are at hand, already providing
the means for greater independence in learning.
In addition, in recent years a newly developed field of environmental
management has emerged—a field whose concepts apply to all dynamic
organizations, be they offices, factories, hospitals or schools. While its
concepts have become operational in other sectors, they are unfamiliar to the
education community, and it is timely that they be introduced in that quarter.
America is a plural society. Its schoolhouses anturally reflect the
varying aspirations (and the means) of the communities they serve. In some
communities there may be little interest, even impatience, with the subleties
that reach beyond the sheer physical structure. But we submit that, long after
the chemical valences or theorems of geometry are forgotten, the impressions
and experiences of the world in which they were learned remain to vitally effect
the way we perceive ourselves and the universe. In the poetic metaphor of
G. Stanley Hall, "intellect is but a speck on the sea of emotion. "
Readers seeking a single architectural solution will not find it here.
No such model would be appropriate in a culture made up of diverse subcultures.
But it is hoped that the principles explored will be applied by citizens in their
own communities to create "schoolhouses" that are responsive to contemporary
needs. This work posits that only communities where children and adults live
and learn, where all are teachers and all are students, can meet that
requirement.
BIBLIOGRAPHY
197
SELECTED BIBLIOGRAPHY
Abell, Richard, M. D.
,
with Corliss Wilber Abell, Own Your Own Life
New York: David McKay Co.
,
Inc., 1976~
’
Allport, Gordon W.
,
The Nature of Prejudice
. Garden City, New York:
Doubleday Anchor Books, 1958.
Aries, Philippe, Centuries of Childhood
, translated from the French by Robert
Baldick. New York: Vintage Books, 1962.
Berenson, Bernard G.
,
and Robert R. Carkhuff, Eds., Sources of Gain in
Counseling and Psychotherapy . New York: Holt, Rinehart and
Winston, Inc., 1967.
Berger, Peter L.
,
A Rumor of Angels
. Garden City, New York: Anchor
Books, 1970.
Berger, Peter L.
,
and Thomas Luckmann. The Social Construction of
Reality; A Treatise in the Sociology of Knowledge
. Garden City,
New York: Anchor Books, 1967.
Berne, Eric, M. D.
,
What Do You Say After You Say Hello ? New York:
Bantam Books, 1973.
Biersdorf, John E.
,
Hunger for Experience
. New York: Seabury Press, 1975.
Bloomfield, Harold H.
,
and Robert B. Jory. Happiness: The TM Program
Psychiatry and Enlightenment. New York: Dawn Press, Simon and
Schuster, 1976.
Bolles, Richard Nelson, What Color Is Your Parachute ? Berkeley, California:
Ten Speed Press, 1975.
Bowles, Samuel and Herbert Gintis, Schooling in Capitalist America. New York:
Basic Books, Inc., 1976.
Bronfenbrenner, Urie, Two Worlds of Childhood, U.S. and U.S. S. R. New
York: Russell Sage Foundation, 1970.
Buetow, Harold A., Of Singular Benefit. New York: Macmillan Co. , 1970.
198
Butts, R. Freeman and Lawrence Cremin, History of Education in American
Culture. New York: Henry Holt and Co.
,
1956T”
Cammer, Leonard, Freedom from Compulsion
. New York: Simon and
Schuster, 1976.
Carey, Maureen and Paul Chapman, et al., Deciding on the Human Use of
Power. Winona, Minnesota: North Country Publications, 1974.
Clark, Kenneth, Alternative Public School Systems, Harvard Educational
Review
,
Winter, 1968.
Coleman, James, Youth: Transition to Adulthood
. Report of the Panel on
Youth of the President's Science Advisory Committee, Chicago:
The University of Chicago Press, 1974.
Cooke, Bernard J.
,
Christian Community: Response to Reality. Garden City,
New York: Image Books, 1973.
Coons, John E. and Stephen Sugarman, Family Choice in Education: A Model
State System for Vouchers. Berkeley, California: University of
California, Institute of Governmental Studies, 1971.
Gremin, Lawrence A., The Transformation of the School . New York: Vintage
Books, 1964.
Cremin, Lawrence A.
,
Public Education. New York: Basic Books, 1976.
Committee for Economic Development, Education for the Urban Disadvantaged.
New York, 1971.
Demos, John, A Little Commonwealth: Family Life in Plymouth Colony .
New York: Oxford, 1970.
Elliot, Katherine, Family and Its Future . London: Churchill, 1970.
Ewens, James M.
,
and Elaine Mazlish, Liberated Parents/Liberated Children.
New York: Grosset and Dunlap, 1974.
Fagan, Joen and Irma Lee Shappard, Eds. , Gestalt Therapy Now . New York:
Harper and Row, Harper Colophon Books, 1970.
199
Fantini, Mario, Marilyn Gittell and Richard Magat, Community Control and
the Urban School , New York: Praeger Publishing, 1970.
Frankl, Viktor E., Man's Search for Meaning: An Introduction to Logotherapy .
New York: Washington Square Press, 1963.
Freire, Paulo, Education for Critical Consciousness. New York: Seabury
Press, 1973.
Freire, Paulo, Pedagogy of the Oppressed. New York: Seabury Press, 1970.
Gartner, Alan, Colin Greer and Frank Reissman, Eds.
,
The New Assault on
Equality: IQ and Social Stratification
. New York: Harper and Row
(Perrenial Library), 1974.
Ginott, Haim, Teacher and Child. New York: Macmillan Co.
,
1972.
Goodman, Paul, Growing Up Absurd
. New York: Vintage Books, 1960.
Gordon, Dr. Thomans, P. E. T. in Action. New York: Wyden Books, 1976.
Graubard, Allen, The Free School Movement, Harvard Educational Review,
August, 1972.
Greer, Colin, Cobweb Attitudes. New York: Teachers College Press, Columbia
University, 1970.
Greer, Colin, Divided Society. New York: Basic Books, 1974.
Greer, Colin, The Great School Legend. New York: The Viking Press, 1972.
Greer, Colin and James J. Shields, Jr., Foundations of Education: Dissenting
Views . New York: John Wiley & Sons, 1974.
Gutierrez, Gustavo, A Theology of Liberation, trans. and ed. Sister Caridad
Inda and John Eagleson. Maryknoll, New York: Orbis Books, 1973.
Haley, Alex, Roots . Garden City, New York: Doubleday and Co., 1976.
Hamilton, Charles V., Race and Education: A Search for Legitimacy, Harvard
Educational Review, Fall, 1968.
Handlin, Oscar, The Uprooted. New York: Grosset and Dunlap, 1951.
200
Harrington, Michael, The Accidental Century. Baltimore: Penguin Books
Inc., 1966. *
Harrington, Michael, The Other America
. Baltimore: Penguin Books, Inc.,
1963.
Harris, Thomas, I'm OK You’re OK
. New York: Harper and Row, 1969.
Haughton, Rosemary, Tales from Eternity. New York: The Seabury Press
1973.
Hesse, Herman, Demi an, trans. by Michael Roloff and Michael Lebeck. New
York: Bantam Books, 1965.
Hesse, Herman, Siddhartha
,
trans. by Hilda Rosner. New York: New Directions
Publishing Corporation, 1951.
Holt, John, Escape from Childhood
. New York: Balantine Books, 1974.
Holt, John, How Children Fail. New York: Dell Publishing Co.
,
1970.
Holt, John, How Children Learn. New York: Dell Books, 1970.
Holt, John, Instead of Education
. New York: E. P. Dutton and Co.
,
Inc.
,
1976.
Hlich, Ivan, Deschooling Society. New York: Harrow Books, 1971.
Illich, Ivan, et al.
,
After De schooling. What?
,
Alan Gartner, Colin Greer and
Frank Reissman, Eds. New York: Harper and Row, 1973.
Illich, Ivan, Energy and Equity
.
New York: Harper and Row, 1964.
Illich, Ivan, Tools for Conviviality
.
New York: Harper and Row, 1973.
James, Muriel, The OK Boss. Reading, Massachusetts: Addison-Wesley
Publishing Co.
,
1975.
Johnson, Robert L.
,
Counter Culture and the Vision of God. Minneapolis:
Augsburg Publishing House, 1971.
Kane, Thomas A.
,
The Healing Touch of Affirmation . Whittensville,
Massachusetts: Affirmation Books, 1976.
201
Kanter, Rosabeth Moss, Commitment and Community
. Cambridge, Mass.:
Harvard University Press, 1972.
Katz, Michael B.
,
Class, Bureaucracy and the Schools
. New York: Praeger
Publishers, 1971.
Katz, Michael B.
,
School Reform: Past and Present. Boston, Mass. : Little
Brown and Co., 1971.
Kennedy, Robert F.
,
To Seek A Newer World. New York: Bantam Books, 1968.
Kerin, Albert N. Ed., Compulsory Education and the Amish: The Right Not To
Be Modern. Boston, Mass. : Beacon Press, 1975.
Kirshenbaum, Howard and Sidney B. Simon, Readings in Values Clarification.
Minneapolis: Winston Press, 1973.
Kovel, Joel, A Complete Guide to Therapy . New York: Pantheon Books, 1976.
Kozol, Jonathan, Death At An Early Age . New York: Bantam Books, 1968.
Kozol, Jonathan, Free Schools. Boston: Houghton Mifflin Co., 1972.
Kozol, Jonathan, The Night Is Dark And I Am Far From Home . Boston:
Houghton Mifflin Co.
,
1975.
Lakey, George, Strategy For A Living Revolution. San Francisco: W. H.
Freeman and Co., 1973.
Larson, Rolands., and Doris E., Values and Faith . Minneapolis: Winston
Press, 1976.
Leonard, George B.
,
The Transformation . New York: Dell Books, 1972.
Leslie, Gerald R., The Family in Social Context. New York: Oxford Press,
1976.
Mann, Horace, Life and Works of Horace Mann . Boston: Life and Shepard
Publishers, 1891.
May, Rollo, The Art of Counseling . Nashville: Abington Press, 1967.
May, Rollo, The Courage to Create . New York: W. W„ Norton and Co. , 1975
202
May, Hollo, Love and Will. Now York: Doll Publishing Co.
,
1909.
May, Rollo, Man's Soarch for llimsolf . Now York: Doll Publishing Co.
,
1952.
May, Hollo, Powor an d Innoconce. Now York: W. W. Norton and Co.
,
1972.
McCall, John H.
,
Growing lip. Now York, Paramus, Toronto: Paulisl Press,
3972.
McGoldrick, Ruth, and Cass i:in J. Yuhaus, Eds«
,
Fncots of the Future.
Washington, D 0 C. : Contor for Applied Research in the Apostolate,
Sister Formation Conference, and Our Sunday Visitor, Inc., 1976.
McLuhan, Marshall, Understanding Media: The Extension of Man . New York:
McGraw-Hill, 1964.
Mead, Margaret, Why is Education Obsolescent? Harvard Business lie-view.
Neill, A. S.
,
Suinmorhill. New York: Hart Publishing Co., I960.
Nelson, Jack L.
,
Kenneth Carlson, and Thomas E. Linton, Radical Ideas and
the Schools . New York: Holt, Rinehart and Winston, Inc., 1972„
Nichols, Jack, Men's Liberation; A New Definition of Masculini ty. New York:
Penguin Books, 1975.
Nouwen, Henri J. M., Crcntivo Ministry . Garden City, New York: Doubleday
and Co.
,
Inc.
,
1971.
Nouwen, Henri J. M., Intimacy. Notro Dame, Indiana: Fides Publishing
Co., 1969.
O'Neill, Nena .and George O'Neill, Open Marriage . New York: M. Evans
and Co.
,
1972.
O'Neill, Nena iuul George O'Neill, Shifting G rears: Finding Security inj\
Changing World . Now York: M. Evans and Co. , 1974.
Patrick, Robert, Kennedy's Children . New York: Random House, 1976.
Pearl, Arthur, The Atrocity of Education. St. Louis, Missouri: New Critics
Pross, 1972.
203
Piaget, Jean, Science of Education and the Psychology of the Child , translated
from the French by Derek Coltman. New York: Orion Press, 1970.
Postman, Neil and Charles Weingartner, Teaching As A Subversive Activity
.
New York: Dell Publishing Co., Inc., 19G9.
Propst, Robert and Ruth Weinstock, Eds., High School: The Process and the
Place
.
A Report from Educational Facilities Laboratories.
Rather, Dan and Gary Paul Gates, The Palace Guard. New York: Harper and
Row, 1974.
Raths, Louis E D
,
Merrill Harmin and Sidney B. Simon, Values and Teaching:
Working with Values in the Classroom
. Columbus, Ohio: Charles
E. Merrill Publishing Co c
,
1966.
Read, Donald A.
,
and Sidney B. Simon Eds.
,
Humanistic Education Sourcebook
.
Englewood Cliffs, N.J. : Prentice-Hall, Inc., 1975.
Rogers, Carl R.
,
Carl Rogers on Encounter Groups
. New York: Harper and
Row, 1970.
Rogers, Carl R. Freedom to Learn. Columbus, Ohio: Charles E. Merrill
Publishing Co.
,
1969.
Roszak, Theodore, The Making of a Counterculture: Reflections on the
Technocratic Society and Its Youthful Opposition. Garden City, N.J.:
Doubleday and Co.
,
1969.
Roszak, Theodore, Where the Wasteland Ends . Garden City, N.J. : Doubleday
and Co.
,
1972.
Rothchild, John and Susan Wolf, Children of the Counterculture . New York:
Doubleday and Co.
,
1976.
Sartre, Jean-Paul, Existentialism and Human Emotions . New York: Citadel
Press, Inc., 1957.
Schutz, William C.
,
Elements of Encounter . Big Sur, California: Joy Press,
1973.
Schrag, Peter, The Decline of the Wasp. New York: Simon and Schuster, 1970,
1971.
Scribner, Harvey A., nnd Leonard H. Stevens, Making YourSchool r. Work.
New York: Simon mid Schuster 197 ( 1
.
Sennit/., Barbara
,
and Carol Rainey, Psycho The Fcunhiine Poe tic Conselou -
ness. New York: 1X«11 Publishing Co.
,
11)73,
Shcehy, Gall, Passages, New York: !!. P. Pulton and Co.
,
i‘J7(i.
Silberman, Charles E,
,
Crisis in the Classroom. Now York: Vlnlugo Books,
1971.
Simon, Sidney B.
,
Curing, I'ecliitr, Touching. Niles, Illinois: Argun
Communications, l 979,
Simon, Sidney R,
,
I Am Lovable and Capable. Niles, Illinois: Argus
Com munii ations, 1973.
Simon, Sidney B,
,
Mooting Yoiirself Jblfxvay. Niles, Illinois: Argus-
Communications, 197*1.
Simon, Sidney B.
,
More V alu e's Clarificgticn. San Diego: Pennant Press, 1979.
Simon, Sidney B., Lei and \Y. llowe and Howard Ki rschenbaum, Values
Cl a rlfi cntion . New York: Hart Publishing Co.
,
1972.
Simon, Sidney B.
,
and Sally Wendkos Olds, Helping Your Child learn Right
l
1Yon) W rong, New York: Simon and Sehuster, 1 i>7(>.
Simon, Sidney B., Robert C. llnwloy and David D. Britton, Cymipqsilion lor
Personal Ci rowth: Value; Clarification Tn rough Writing. New York:
Ilnrt Publishing Co*
,
1973*
Si. or, Nancy I
. ,
ami Theodore R.
,
Moral Education- - 1'ive 1 ,celts res.
Cambridge: Harvard University Press, 1973,
Spiro, Mol ford E., and Audrey C.,
,
Children of t he K ibbut ... Cambridge:
Harvard University 1’n s;
,
1979.
Steiner, Claude M.
,
Sc ripts People Live. New York: Bantam Books, 1975.
Stevens, Leonard H.
,
The Paradox of School Reform, Phi lVl ta Kappan ,
February, 1979.
205
Stringfellow, William,, Dissenter in a Great Society
. New York: Holt
Rinehart and Winston, 1966.
Tillich, Paul, The Shaking of the Foimdations
. New York: Charles Scribner's
Sons, 1948.
Toffler, Alvin, Learning for Tomorrow
. New York: Vintage Books, 1974.
van Kaam, Adrian, Existential Foundations of Psychology. Garden City,
N.Y.: David McKay Co.
,
Inc., 1971.
Wishy, Bernard, The Child and the Republic. Philadelphia: University of
Pennsylvania Press, 1968.
Zabloski, Benjamin, The Joyful Community. Baltimore: Penguin, 1971.
APPENDIX
APPENDIX
Federal Agencies
Model Cities
Council for Children
Urban Coalition for Housing
Urban Coalition for Education
Urban Coalition for Employment
NAACP
Spanish Coalition
Community Action Program Agency
Community Redevelopment Agency
United Neighborhood Organization
Community Progress Inc<>
Citizens Task Force Study Committee
Office of Economic Opportunity
Community Action Development Plan for Cities
Citizens Committee to Develop Quality Education
Congress of Ethnic Neighborhood Organizations
Work Inc.
Coalition for Justice
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Massachusetts Organizations
Massachusetts Advocacy Center
Mass. Pact (Parents Group Involved in Education Issues)
Springfield Project United Neighbors

